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RATIONALE

This introductery fesson illustrates the learning assumptions that underlie the
Man: A Cowrse of Studv (MACOS) curriculum, [t is also effective in demon-
strating role expectations for both pupils and weachers.

The content of the module is in harmony with the objectives of a process.
oriented curriculum. The process-oriented person must pussess an adequate
view of man. To do this, he first retlects upon and develops an awareness of
his own existence  a unjque and highly personal task.

In the course ol this lesson, a communications skill--paraphrasing - is intro-
duced and opportunity given to practice it. Workshop participants, in teams
of two and fonr, begin 1o interact.

The module design promotes active involvement of all participants, it also
helps them to gain skill in analyzing their parsonal styles ol conmunication
and the relationship between these styles and MACOS role expectations,

OBILCTIVLS

To tacilitate the involvement of individuals in a newly Tornted group.

To sce that each individua! hrings his unique sell to the task (of constructing
life ropes).

To encourage active involvement in the learning process and in the role
expectations for teachers and pupils inherent in MACOS.

To inform participants about MACOS material dealing with the iife cycle.

"To promote team-building by creating awareness of elements of personal

style in communication and by beginning to analyze the effects of these
clements in communicating with others.



TO PREPARE FOR TS MODULE

READ Man: A Course of Studv, Teacher Guide, Book 3. lessons A-C

ASSEMBLE these muteriats:
index curds
magic markers
construction paper
string
upe
scissors
magazine pictures
paste
stupley

READ Handout Z1 (pp. 14-15). “Paraphrasing: A Basic Communication Skill
for tmproving Interpersonal Relationships.™

PREPARE this handout for distribution among purticipants.

o .
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USING LIFE ROPES
TO INITIATE
GROUP INTERACTION

Step I: INTRODUCTION TO THE LIFE LINE
CONCEPT: WHAT IS A LIFE TIME?

Allow: 5-10 minutes

Materials: MACOS, Teacher Guide. Book 3.
Introductory lessons.

How to Proceed: Without any prefatory remarks, show the
group a length of string. Tell them it
represents a lifetime.

Have participants speculate on the
various points on the string: birth, death,
reproduction, etc.



Instructions to Participants (in your own words):

Construct a life rope, labeling events that you think make up your
own lifetime. Use any materials-any way you want.

Take time to reflect on what you're doing. You can work alone, or
with others in thfs room or elsewhere.

(Do not let this introductory period extend more than 2-3 minutes.)

Objectives:

To introduce the concept of a life line.

O
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USING LIFE ROPES

TO INITIATE
GROUP INTERACTION

Step 2: LIFE ROPE CONSTRUCTION:
REPRESENTATION OF ONE'S
LIFETIME

Allow: about 45 minutes

M:.I terials: : index cards

magic markers
construction paper
string

tape

SCissors

magazine pictures
paste

stapler

How to Proceed: Provide only limited direction. Discourage
appeals to anthority. Allew participants
te move freely into the activity without
further direction.

Even if you are prodded to do so, do not
interfere or offer suggestions or answers.

SRR e
Rt e
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Instructions to Participants (in your own words):

(Following introductory discussion), use the materials available to
construct your own individual life ropes.

Objectives:
To stimulate personal reflection about **what’s in a lifetime.”

To encourage individual expression of what each participant sees
as his lifetime.

O
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USING LIFE ROPES
TO INITIATE

GROUP INTERACTION

Step 3: SHARING LIFE ROPES IN DYADS:
PAIR AND SHARE

Allow: about 8 minutes
Materials: constructed life rope
: How to Proceed: Invite participants to form pairs (dyads).

10




Instructions to Participants (in your own words):

Share whatever you wish about your life rope with your fellow
team member.

Cbiectives:
To use the life rope as a vehicle for introductory conversation.

—
,-
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USING LIFE ROPES

TO INITIATE
GROUP INTERACTION

BRIEF DISCUSSION ON SHARING,

Step 4:
USING PARAPHRASING AS A
TECHNIQUE

Allow: about 10 minutes

HANDOUT #1 (pp. 14-15). distributed

" Materials:
among participants

How to Proceed: (see instructions to participants)



Instructions to Participants (in your own words):

Read the handout. Reflect on this dvad activity.

Objectives:
To introduce tke skill of paraphrasing.

13
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HANDOUT #1: Paraphrasing: A Basic Communication Skill for Improving
Interpersonal Relationships

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

The Probiem

Tell somebody your phone number and he will usually repeat it to make sure he heard
it correctly. However, if you make a complicated statement, most people will express
agreement or disagreement without trying to insure that they are responding to what you
intennded. Most people seem to assume that what they understand from a statement is
what the other intended, )

How do you check to make sure that you understand another person’s ideas, informa-
tion or suggestions as he intended them? How do you know that his temark means the
same to you as it does to him?

Of course, You can get the other person to clarify his remark by asking, ‘“What do you
mean?” or, " Tell me mere.” or by saving, ‘1 don’t understund.” However, after he has
claborated, you still face the same question. **Am 1 understanding his idea as he intended
it to be undetstood?” Your feeling of certainty is no evidence that vou do in fact
understand.

The Skill

If you state in your own way what his remurk conveys to you, the other can begin to
determine whether his message is coming through as he intended. Then, if he thinks you
misunderstand, he can speak directly to the specific misunderstanding you have revealed.
The term “paraphrase’” can be used for any means of showing the otker person what his
idea or sugg-stion means to you.

Paraphrasing, then, is uny way of revealing your understanding of the other person’s
comment in order to test your understanding,

An additional benefit or paraphrasing is that it lets the other know that you are
interested in him. It is evidence that you do want to understand what he means.

If you can satisfy the other that you really do understand niis point, he will probably
be more willing to attempt to understand your views.

Paraphrasing, thus, is crucial in attempiing to bridge the interpersonal gap. (1) It
increases the accuracy of communication, and thus the degree of mutual or shared
understanding. (2) The act of paraphrasing itself conveys feeling . . . your interest in the
other, your concern to see how he views things.

Learning to Paraphrase

People sometimes think of parsphrasing as merely putting the other person’s ideas in
anothin viay. iiiey uy to say the sume thing with different words. Such word-swapping
may result merely in theillusion of mutual understanding. See the following example:

Surah: Jim should never have become a teacher.
Fred: You mean teaching isn’t the right job for him?
Saruh: Exactly! Teaching is nat the right job for Jim.
Instead of trying to reword Sarsh’s statement, Fred might have asked himself, **What
does Surah’s statement mean to me?”’ In that case the interchange migiat have sounded
like this:



Sarah: Jim should never have become a teacher.

Fred: You mean he is too harsh on the children . .. maybe even cruel?

Sarah: Oh, no. 1 meant that he has such expensive ta tes that he can’t
ever earn enough as a teacher.

Fred: Oh, 1 see. You think he should have gone into a fieild that would

have insured him a higher standard of living?
Sarah: Exactly! Teaching 1s nct the right job for Jim.

Liffective paraphrasing is ne¢ a trick o~ a verbal gimmick. It comes from an attitude, a
desire to know what the otaer means. And to satisfy this desire you reveal the meaning
his comment had for you so that the other can check whether it matches the meaning he
intended to convey.

If the other’s statement 'was general, it may convey something specific to you.

Larry: 1 think this is a very poor textbook.
You: Poor? You mean it has too many inaccuracies?
Larry: No, the text is accurate, but the book comes apart too easily.

Possibly the other’s comment suggests an example to you.

Laura: This text has too many omissions; we shouldn’t adopt it.

You: Do you mean, for example, that it contains nothing about the
Negro’s role in the development of America?

Laura: Yes, that’s one example, It also lacks any discussion of the
development of the arts in America.

If the speaker’s comment was very specific, it may convey a more general idea to you.

Ralph: Do you have 25 pencils I can borrow for my class?

You: Do you just want something for them to write with? 1 have about
15 ball-point pens and 10 or 11 pencils.

Ralph: Great. Anything which writes will do.

Sometimes the other’s idea vill suggest its inverse or opposite to you.

Stanley: Ithink the Teachers’ Union acts so irresponsibly because the
administration has ignored them so long.

You: Do you mean that the T.U. would be less militant now if the
administration had consulted with them in the past?

Stanley: Certainly. 1 think the T.U. is being forced to more and more
desperate measures.

To develop your skill in understanding others, try different ways of copveying your
interest in understanding what they mean and revealing what the other’s statements mean
to you. Find out what kinds of response are helpful ways of paraphrasing for you.

The next time someone is angry with you or is ciudcizing you, try to paraphrase until
you can demonstrate that you understand what he is trying to convey as he intends it.
What effect does this have on your feelings and on his?

O
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USING LIFE ROPES
TO INITIATE
GROUFP INTERACTION

Step 5: SHARING LIFE ROPES IN QUARTETS
Allow: about 10 minutes

Materials: constructed life rope

How to Proceed: Suggest grouping in teams of four. Even

though participants are divided into
groups, sharing within the groups should
be optional. No participant is obligated
to share his life rope unless he wants to.

16



Instructions to Participants (in your own words):

Practice paraphrasing while you share any thing you want to share
about your life rope with other members of your quartet.

Objectives:
To provide opportunity for practice in paraphrasing.

To use the life rope as a vehicle for increased interaction among
workshop participants.

17



USING LIFE ROPES
TO INITIATE
GROUP INTERACTION

Step 6: ANALYZING GROUP PROCESS:
(A) SHARING IN DYADS
(B) SHARING IN QUARTETS
(C) PARAPHRASING

Allow: 15-20 minutes
Materials: NONE
How to Proceed: SPECIAL PROCEDURES

Raise the following questions in the

discussion:

1.  Did you feel comfortable in sharing

vour life rope? More comfortable in

dyad or quartet?

Did the information in the handout

affect your behavior and thereby

influence your interaction with the
others?

3.  How well do you think you
listened?

4.  Were yeu able and willing to stick
to the task? Or did you introduce
extraneous items?

5. Did you learn anything about your
own behavior in a new group?

6. If you felt anxious, were you aware
of how you might have communi-
cated your anxiety non-verbally?
(For example, laughter, eye contact,
change in glandula: . rtput)

!J
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Instructions to Participants (in your own words):

Compare and contrast your feelings about sharing personal experi-
ences in dyads. in quartets.

Talk about whether input and your practice in paraphrasing
influcnced communication within the quartet.

Objectives:

To begin to analyze i. “rocess of communication and the factors
that influence it.

O
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USING LIFE ROPES
TO INITIATE

GROUP INTERACTION

Step 7: REVIEW AND SUMMARY:
ANALYZING LIFE ROPE
CONSTRUCTION
{A) ASSUMPTIONS ABOUT
LEARNING
(B) TEACHER/PUPIL ROLE

Allow: 15-20 mmutes

Materials: the constructed life ropes

MACOS, Teacher Guide, Book 3,
lessons A-C

How to Proceed: For discussion, develop key questions
that draw out the significance of this
activity. For example, encourage partici-
pants to describe their own reactions.
Accept all answers.

Display the life ropes for viewing.

20




Instructions to Participants (in your own words):

Based on the life rope activity, let’s talk about the underlying
learning assumptions and what these assumptions mean in terms of

teacher-pupil roles.
(See questions, Teacher Guide, Book 3, p. 14, item 4.)

Objectives:
To explore the learning assumptions basic to the life rope activity.

To begin to explore the teacher/pupil roles that such assumptions
require.

21




FEEDBACK

NOTE: Thest are sample questions, designed to elicit feedback from
participants. Feedback questions in other modvles may also be adapted
to this one.

1. 1 was able to express myself (rank according to scale):

(a} inthe dyad

i 2 3 4 5 6
as much as not
I wanted - atall
Why?
(h) in the quartet
1 2 3 4 5 6
as much as not
T wanted at all
Why?

O
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(¢) in the farge group

[ 2 2 4 5 6
as much as not
| wanted at all
Why?

2. How did you feel about the life rope activity? Why did you feel this way?
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RATIONALE

This module was designed to provide a theoretical base leading to a discussion
and analysis of (1) the extent to which expectations influence our perception
of others’ behavior; (2) the in{luence of self-expectations on information-
processing; (3) the influence of self-expectations on performance (self-fulfilling
prophecy); and (4) the personal implications of self-expectations for participa-
tion in this workshop.

The design of this module requires workshop leaders and participants to share
their expectations for the workshop experience, creating a climate conducive
to open communication.

OBJECTIVES

To discover the influence expectations have on one’s perception of oneself
and others.

To analyze the effects expectations have on skill performance and relate this
analysis to workshop participation.
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TO PREPARE FOR THIS MODULE

PREVIEW the film (rented from XICOM, Tuxedo, N.Y.).
SET UP projector and check to make sure it is functioning properly.

READ Handouts #2 (p. 8), ##3 and 4 (pp. 12-13), #5 (p. 18), #6 (pp. 28-29),
and #7(p. 34).

PREPARE these handouts for distribution among participants.
ASSEMBLE these materials:

pencils

chart paper
magic markers
masking tape




EXPECTATIONS

Step 1: INTRODUCTION TO FILM
Allow: 3 minutes
Materiais: Handout #2 (p. 8), distributed among

participants

How to Proceed: Rehearse the sequence of steps.




Instructions to Participants (in your own words):
Read Handout #2 aloud.

Objectives:
To introduce the sequence of steps participants will follow.




HANDOUT =2: Introduction to Film

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers

package.

This filim is about Don, a teacher, encountering three individuals. In a few
minutes you will receive briefings about the teacher in the film. After viewing
the film you will receive a list of adjectives from which you will check those
adjectives that most apply to the teacher.

ERIC )
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EXPECTATIONS

Step 2: BRIEFING FOR FILM

Allow: 3 minutes

Materials: Handouts ##3 and 4 (pp. 12-13).

How to Proceed: Each participant receives a bricfing sheet

(Handout #3 or #4), randomly distribu-
ted. Make sure participants do not share
briefing sheets.

7/10



Instructions to Participants (in your own words):

Please read your bricfing sheet in silence and without comment.

Objectives:

To provide two different sets of expectations for a comm.on
experience.

o
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HANDOUT #3: Briefing on Film X

NOTE: This handout, in form suitable for
reproduction, wili be found in the Handouts
section of the Process Education for Teachers
package.

Don is a conscientious and well-liked teacher. He feels a little insecure
because of his color and tries very hard to please. In ten years of teaching
Don has only been late four times. Today you will be viewing his fifth late

- arrival, :

12



HANDOUT =4: Briefing on Film Y

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

Don is a new teacher who is having a very hard time adjusting to his new
position. He very often comes to school ate and most of his colleagues feel
that he has a constant chip on his shoulder. You will be viewing Don arriving
late at school once again.

O
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EXPECTATIONS

Step 3: FILM VIEWING (first half)
Allow: 3 minutes
Materials: film
projector
How to Proceed: Show first part of film to participants.

14




Instructions to Participants (in your own words):

None

Objectives:
To present the same situation to all group members.

o
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EXPECTATIONS

Step 4: ADJECTIVE CHECKLIST
Allow: S minutes
Materials: Handout #5 (p. 18),
pencils
How to Proceed: Distribute handout and pencils to
participants.

16




Instructions to Participants (in your own words):

Check the adjectives on this list which you feel best describe Don.

Objectives:
To generate data based on participants’ perceptions.

17




HANDOUT #5: Adjective Checklist

NOTE: This handout, in form suitable for reproduction, will be found in
the Handouts section of the Process Education for Teachers package.

Check the adjectives which you feel apply to Don.

1. Amgry
. Kind
3. Hostile
4 Loving

S Impatient

6. Hard-working
7. Judgmental

8. Conc¢ med

9. lInsecure
__10. Caring
L Resenttul
_ Pleasant
13 Lazy

14.  Confident

Add any others not ‘sted here which you think apply.

18
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EXPECTATIONS

Step 5:

Allow:

Materials:

How to Proceed:

TALLYING DATA
10 minutes

chart paper
magic markers
masking tape

Prepare on chart pape: an adjective
checklist followed by two columns,
labeled X and Y. Record participants’
responses in the appropriate columns.



Instructions to Participants (in your own words):

Identify the briefing sheet you received (X or Y ). Which adjectives
did you check?

Objectives:
To record data generated.

21




EXPECTATIONS

Step 6: SHARING BRIEFINGS

Allow: 3 minutes

Materials: Handouts ##3 and 4 (briefing sheets;
pp. 12-13)

How to Proceed: Read alGud the two briefing sheets.

22



Instructions to Participants (in your own words):
NONE

Objectives:

To make participants aware of the *wo different sets of perceplions
resulting from the two different briefing sheets.

IToxt Provided by ERI



EXPECTATIONS

Step 7: GROUP DISCUSSION

Allow: 8 minutes

Materials: chart generated by participants’
responses

How to Proceed: Have participants form small groups.

24



Instructions to Participants (in your own words):

Based on the data recorded on the chart, talk about the ways in
which expectations influence perception.

Objectives:

To make participants aware of the two differént sets of perceptions
resulting from the two different briefing sheets.

25




EXPECTATIONS

Step 8: THEORY INPUT AND
CONTINUED DISCUSSION

Allow: 8 minutes

Materials: Handout #6 (pp. 28-29)

How to Proceed: Distribute handout among the

participants.

26 -



Instructions to Participants (in your own words):
Read the handout. Then continue your group discussion.

Objectives:
To provide a theoretical input on expectations.

27
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HANDOQUT =6: Expectations of Qthers

NOTE: This handout, in form suitable for
reproducticn, will be found in the handouts
section of the Process Education for Teachers
package.

Rescarch has demonstrated the expectations or mental set of an individual
influences his perceptions. Rosenthal and Jacobson’ performed an exciting
piece ol research with starthng results. These rescarchers deliberately misin-
formed teachers in a school about the sbilities of their pupils. In each of the
school’s 18 classrooms an average of 20 percent of the children. randomly
selected. were reported to the classroom teacher s showing, as a result of an
1Q test, “unusual™ potential for intellectual gains. Eight months later these
“unusual” children showed significantly greater gains in 1Q than the remaining
pupils in the class. A profoeund implication of this study. according to the
authors_ is that expectations can be self-fulfilling.

Hf we expect an individual to behave in a certain way it is more thar likely
we see him behave that way. Murray? had subjects describe the picture of a
man under two conditions before and after they had played a game of
“murder.” The subjects tended to see much more maliciousness in the man’s
features after the game than before the game. Mental set can be an important
factor in determining selective perception.

Often, teachers who put “halos™ on their favorite students or "dunce caps”
on the trouble makers will interpret the student's behavior within their own
expectations. This distortion of reality may have harmful eftects on the good
student as well as the poor student. |t especially will effect the relationship
between teacher and student. Obviously these implications are applicable to
other relationships than teacher-student.

You have just participated in such an “expectation experiment.” You were
given two different briefings zbout “Don’ (see briefings X and Y). You can
see the two listings of adietives for “Don’ on the chart. You all
watched the sanmie film. Do you see differences in the two lists of perceptions
apparently based on the briefings? Discuss the implications with your groups.

28



! Rosenthal and Jacobson, 1967.
2 H. A. Murray, “The Effects of Fear upon Estimates of the Mahuousness of
Other Personalities,” Journal of Social Psychology, 4 (1933),310-329.
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EXPECTATIONS

Step 9: FILM VIEWING (second half)
Allow: 10 minutes
Materials: film

projector

Handouts ##3 and 4 (briefings; pp. 12-13)

How to Proceed: Show second part of film to participants.

30



Ir *ructions to Participants (in your own words):

As yon view the filni, be aware of your own responses to the
adjective checklist.

Objectives:
To become aware of the extent to which expectations influence
perceptions.

Q
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EXPECTATIONS

Step 10: EXPECTATIONS OF SELF
Allow: 10 minutes
Materials: Handout #7 (p. 34), distributed among

participants

How to Proceed: This is a personal reflection time: no
discussion.

32



Instructions to Participants (in your own words):

Read this handout and reflect on the question: “*How might your
expectations of yourself influence your participaticu in this
workshop?”

Objectives:
To identify personal implications of self-expc:tations for participa-
tion in the workshop.

33
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HANDOUT =7: [:xpectations of Self

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Fducation for Teachers
package.

Evidence indicates self-cxpectations influence performunce. If you expect
to do poorly your behavior will more than likely bear this out, thereby con-
firming your selt-expectations. This is known as the “self-fulfilling prophecy.”
Examples of this ure constantly being played out in oar everyday experiences.
Forinstance. it’s the salesman who says, *You don’t want to buy my produst
do you?" that generally makes few sales. An example most teachers are
fumiliar with is the student who expects to iail and. of course, does. Or the
student whu says, **I can’t do that,” and doesn’t try . ¢ all,

We can probably think of many occasions in our own lives when we've
entered situations with confidence and have achieved success, Conversely,
many challenges which we’ve failed first and met later have contained only
one element of difference our own stiitude about vurselves,



EXPECTATIONS

Step i1

Allow:

Materials:

How to Proceed:

hISCUSSION OF WORKSHOP
EXPECTATIONS

30 minutes

chart paper
magic markers
masking tape

The contract obligations, or expectations,
of the workshop leaders should be
revealed, in order to establish a climate
for openness.

If there are major discrepancies among
leaders’ and/or participants’ expectations,
immediate action must be taken to
resolve them.

(It is assumed that participants were
informed of the workshop design prior
to the workshop itself, so that expecta-
tions had already been set.)



Instructions to Participants (in your own words):

Divide into small groups or no more than six people. Generate lists
of your expectations of this workshop. The workshop leaders will
also generate a list.

These lists will be used as the basis for total group discussion,
Discrepancies among the lists will be analyzed.

Objectives:
To generate and share data about workshop expectations.

To establish a climate for open communication among workshop
participants and leaders.

Q 37
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FEEDBACK

NOTE: These are sample questions, designed to elicit feedback from

participants. Feedback questions in other modules may also be adapted
to this one.

1. How close to your expectations for this workshop have the day’s
activities been? (rank according to scale)

1 2 3 4 5 6
altogether very close to
different my expectations

t9

How helpful was this exercise in confronting you with the effect that
expectations have on perception?

| 2 3 4 5 6
not at all very
helpful helpful

3. Doyou feel that any further clarification is needed about the work-

shop’s expectations (that is, your role and/or the role of the workshop
leader)?

If so, which expectations need clarifying?

O
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RATIONALE

This module was designed to introduce the concept of a norm and to develop
awareness of how nonns are established and how they function to affect
communication.

To ilustrate the effect of norms on communication, the design of this module
requires that participants be involved in identitying norms that are being
established in the workshop situation. They must also discuss the implications
of these norms for communication. The design also includes a discussion of
how classroom and school-systen norms affect communication (a) between
pupils und teacher. (b) among pupils. (¢) among teachers, and (d) between
teachers and supervisors.,

OBJECTIVES

To introduce the concept of a norm.

To create awareness of how norms are established and how they function to
affect communication.

To involve participants in analyzing the development of norms and their
effect on communication. borh in the workshop and in the “back-home™
situation.

4



TO PREPARE FOR THIS MODULE

READ Handouts =8 (pp. 8-9), %9 (p. 14).and #10 (p. 20)
PREPARE these handouts for distribution among patticipants.

ASSEMBLE these materials:

pencils

chart paper
magic markers
masking tape




NORMS

Step 1: THEORY INPUT
Allow: 8 minutes
Materials: Hindout =8 (pp. 8-9)

How to Proceed: Distribute handout among participants.




Instructions to Participants (in yovur own words):

Read the handout and reflect on the questions at the end.

Objectives:

To provide participants with knowledge of how norms are
established and how they function in a group.

o
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HANDOUT #8: What is a Norm?

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers

package.

A norm is a thing that develops in groups. A norm exists when most people
in a group arrive at doing a particular thing in a particular way, because they
have come to expect each other to behuve that way. Here are some examples.
When formally introduced, most men in the United States are usually expected
to include a handshake in their greeting while women may or may not. In some
family groups, most members of the family usually get their own breukfast on
Sunday morning. In some faculty groups, most members usually address each
other by their last names when in the faculty lounge. In other faculty groups,
first names are the norm when in’ the faculty lounge. Some faculties don’t
have a lounge.

Sometimes a norm is referred to as a custom or style. It may relate to
specific rules that have been set forth. It may be simply thought of as the “in
thing to do. It may be a thing that most people in a particular group do with-
out ever having thought clearly about it. A norm can develop so that every-
body does a thing the same way, “All the women in this group wear dark hats
on Sunday.” Or the norm can be, “All the wonwen in this group do whatever
they please about wearing hats on Sunday.” Or, “Most of the women wear
dark hats on Sunday, but a few can be expécted not to wear hats at all.” Thus,
a norm doesn’t necessarily mean that everyone does a thing exactly in the same
way. The idea is not one of conformity. Indeed, a norm can develop to sup- '
port variety. A norim may say, “It’s good to have differences.”

Norms are not built from scratch. Norms develop from the values, expecta-
tions and learned behaviors that the individuals in a group hring with them. A
norm in a particular group is usually arrived at implicitly. That is, people arrive
at their way of doing the thing in question without giving much thought or
discussion to it. Most people don't sit on the floor when they find themselves
in a room that appears to be arrunged formally. Most people don’t remain
standing when they are at the beach. But, most people don’t usk others about
such things. They simply do, or don’t do, them in certain ways because this is
what they have come to expect. They are following norms.



Norms exert a powerful influence on what most of us communicate under
certain circumstances to whom, when and in what ways. Such influences are
seldom looked at. It's even more raie that we attempt to change norms to
better suit our needs and desires. Normally we simply live with them. Yet
norms have far reaching impacts. To illustrate, what norms have developed in
your small group which is meeting at the moment about who sits where? If
you have fallen into a clear pattern of certain people sitling next to certain
others, how has this affected who talks to whom about what? If the pattern
has been one of shifting seating arrangements, what effect has this had on
informal exchanges—on who asks who for clarification, help or ideas.

In your group discuss what norms have developed about seating, if any, and
how this snay be affecting communications. If no norms about seating seem
clear, dis;uss why they may not have evolved (since they tend to form rapidly
in groups) and how your communications are being affecied. Contintue to
discuss other kinds of nonns you can see that your group has formed concern-
ing communications such as:

When you have been asked to discuss things as a small group how does the
discussion usually start out?

How are boredom or frustration generally expressed, if at all?

If the norm is that boredom or frustration are almosl never expressed in
the group, why is this so?

Most groups develop norms about things they “do” and *‘don’t” talk
about. What topics are “do’s™ and ““don’ts™ in your group?

Some groups tend to have an intensive climate where people are frequently
on the “edge of their chairs.” Others are low key. Still others have a pattern

of sharp ups and downs of intensity . What is the norm in your group and
why? :

What other norms have developed in your group?

ERIC o
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NORMS

Step 2: SMALL-GROUP DISCUSSIONS
Allow: 30 minutes

Materials: None

How to Proceed: Have participants form small groups.

10




Instructions to Participants (in your own words):

Discuss the questions at the end of Handout #8.

Objectives:

To relate the theory input on norms to the norms being developed
by the participants in the group. and to the implication of these
norms for communication.

Q
1
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NORMS

Step 3: REACTION SHEET
Altow: 5 minutes
Materials: Handout =9 (p. 14)
pencils
How to Proceed: Distribute materials among pardicipants.

12




Instructions to Participants (in youy own words):

Read Handout 9 and respond to the questions,

Objectives:

To help participanis become more aware of their involvement and
the involvement of others in the group discussion.

o
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HANDOUT #9: Reaction Sheet

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

During the discussion which your group just held, there were probably many times that
you felt positive or negative reactions to ideas or things that were happening. You might
have shared some of your reactions. You might, for example, have said things like, ‘1
agree,” ““Good,"” or *“] see it differently.” On other occasions you might have reacted by
smiling, nodding, shuffling your feet or vawning. You probably had many reactions that
you did not share at all. It would not necessarily be helpful, or even passible, for each
person to share every single reaction during a group discussion. Some of us undoubtedly
shiare more often than others.

1. How often have you shared your reactions?

1 2 3 3 s 6 7 8 9
Not A Fhalf Often Fvery
at Few the Time
All Times Time

2. How often did others gencrally share their reactions in the group?

| I 3 Bl B " h B "
Not A Thatt Oten Every
at Few the Time
All Times Time

3. You may wish you had shared your reactions inore or less frequently. How often
would vou have liked to shure your reactions?

1 2 3 a 5 6 7 k-3 9
Not A Half Often Yvery
at I"ew the Time
All Times Time

4. How often do vou think that others want reactions to be shared in the group?

1 2 K} ] s 6 7 8 9
Not A 1lalf Often Livery
at Jew the Time
All Times Time ’

O
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NORMS

Step 4:

Allow:

Materials:

How to Proceed:

TALLYING

10 minutes

Handout #9 (p. 14)
chart paper

magic markers
masking vape

(see instructions to participants)



Instructions to Participants (in your own words):

Each group is to appoint a recorder who will copy the four scales
from Handout #9 and then record the responses from cach group
member for each of the scales. ®

Objectives:

To permit individuals to compare their responses with those of the

group.

*The questions in Handout #9 may be repeated throughout the
workshop, to note changes.

O
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NORMS

Step 5: NORM REFLECTION SHEET
Allow: 10 minutes
Muaterials: Handout #10 (p. 20)
How to Proceed: Distribute Handoy:« #10 among
participants,

18



Instructions to Participants (in vour own words):

Read Handout #10 and reflect on the questions.

Objectives:

To relate the discussion of norms to the classroom and f2Culty
group—the “‘back-home™ setting.

19



HANDGUT =10: Norms within the Classroom

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

A research study found that in the average clementary school clussroom
most children are less active in coltuborating with the teacher to learn thun
they privately would like to be. Most children think . wrongly. that the others
don’t wunt to be more active in colluborating with the teacher. Most children
actually collaborate with the teacher at the lowest level which they believe
most ol the other chitdren desire!

What do you think are the major aonms operating in your classroom and
your lfaculty group at home? Which of these would be the most important to
check out? Discuss this in your small group.

Charles C. Jung

O
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NORMS

Step 6. SMALL-GROUP DISCUSSION
Allow: 25 minutes
Materials: Handout #10 (p. 20)

chart paper
magic markers
masking tape

How to Proceed: Relate the discussion ».f classroom norms
specificatly to thie change in pupil-teacher
roles required by the Man: A Course of
Study (MACOS) program.

-y /
7 /22



Instructions to Participants (in your own words):

Each group is to appoint a recorder, to record responses of group
members as they discuss Handout #10.

Objectives:
To reiate the discussion of nozms to the ¢l _sroom and faculty
group—the *back-home” setting.

23



NORMS

Step 7: WORKSHOP NORMS
Allow: 25 minutes
Materials: chart paper

magic markers
masking tape

How to Procceed: Have participants come together into one

karge group.

o

ERIC
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Instructions to Participants (in your own words):

Talk about the norms being established here in the workshop and
the implications of these norms.

Compare ti: workshop norms with those “back-home™.

Objectives:
To relate the discussion of norms to the workshop situation.

O
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FEEDBA“K

NOTE: These are samiple questions, designed to elicit feedback from
participants. Feedback questions in other modules may also be adapted to

this one.
I. How did you feel ubout the inclusion of norme as a workshop topic?
! 2 3 4 5 6

Why?

2. How did you icel about relating the discussion of norms to the ““back-

home ™ situation?
] 2 3 4 S o

Why!

O

ERIC 26

Aruitoxt provided by Eic:



3. How did you feel about relating the discussion of norms to the workshop

5 0 0 0 0 0

Why?

4. Rate your understanding of how norms are established and how they
function in a group.

1 2 3 4 5 6

don’t completely
understand understand all

at all aspects

Why did you give yourself this rating?

Q
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Hypothesis Testing
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'RATIONALE

The Man: A Course of Study (MACOS) curriculum was specifically designed
to engage the learner actively in exploring questions of interest to him. In
other words, the learner is encouraged to become a social science investigator
or inquirer.

This module was designed to present one method, or sequence, which can be
used to explore such questions. By having groups employ this sequence, the
consequences of slightly different approaches to each step become evident,
and the groups can together discuss how a variety of approaches or different
perspectives can jointly enrich and clarify a question. The rationale for and
value of the various types of activity in the problem-solving sequence for
example, brainstorming, hypothesis selection -are also topics for group
discussion,

OBJECTIVES

To give participants a method of data collecting, organization, and utilization.
To make inferences from data and practice group skills.

To develop inference and interpretation skills.

To provide experience and practice with social science investigation.

To utilize MACOS content as a springboard for social science investigation.



TO PREPARE FOR THIS MODULE

ASSEMBLE these materials:

life ropes (those constructed earlier)
chart paper

magic markers

masking tape

PREPARE ablank outline of a Life Cycle Variables Cllqu {sece MACOS. Teacher
Guide, Book 3, Lesson D) on newsprint, blackboard, or overhead prujector.
PREPARE individual blank outline charts for participants.
HAVE on hand multiple copies of these MACOS booklets:

Salmon

Life Cycle

The Brown Rat

The Chimpanzee

The wolf

The African Elephant

The Bottlenose Porpoise

The Grizzly Bear

The Gnu , i




PROBLEM-SOLVING
SEQUENCE

Step 1: REVIEW OF LIFE CYCLE CONCEPT

Allow: 2-3 minutes

Materials:  life ropes
booklets: Salmon
Life Cycle

How to

Proceed: Emphasize the concept of the life cycle as being the
key to the course. The transition is to be made fron:
thinking about an individual lifetime to thinking about
an entire species.



O

Instructions to Participants (in your own word,):

We have already discussed the concept of the life cycle. Now
explain and illustrate what the term “life cycle™ means.

Objectives:

To illustrate and reinforce a key MACOS concept.




PRORLEM-SOLVING
SEGUENCE

Step 2:

Allow:

Materials:

How to
Proceed:

INTRODUCTION OF LIFE CYCLE
VARIABLES CHART

15 minutes

booklets: Salmon
Life Cycle

blank outline of Life Cycle Variables Chart
individual blank outline charts for participants

With participation of the entire group, fill in the Life
Cycle Variables Chart for Man and Salmon, so that
procedures are clearly understood by all. Encourage
questions and discussion to show that the chart is
data-based, although not encyclopedic and final.

Do not force participants to accept the answers given
on the chart in the Teacher Guide.



Instructions to Participants (in your own words):

Let's fill in the Man gznd Salmon columns on the chart together.

Objectives:

To provide a method of data collection, organization, and utiliza-
tion.




PROBLEM-SOLVING
SEQUENCE

Step 3: GROUP EXTENSION OF LIFE CYCLE
VARIABLES CHART

Allow: 40 minutes
Materials: conigz o7 24005 booklets:
The Brown ikat
The Chimpanzee
The Wolf
The African Elephant
The Bottlenose Porpoise
The Grizzly Bear
The Gnu
Life Cycle Variables Chart

How to :
Proceed: Divide the group into pairs. Give each pair copies of
two or three of the Animal Studies Booklets. Be sure
that at least two groups have the same
animal.

H
,.'
i
:
£
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Instructions to Partizipants (in your own words):

Each pair is to fill out the chart, using information from the
booklets.

Obijectives:

To use course materi s to collect, analyze, and apply data.
To make inferences from data.

To practice group sKills.

Q
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PROBLEM-SOLVING
SEQUENCE

Step 4:

Allow:

Materials:

How to
Proceed:

12

COMPLETION OF LIFE CYCLE
VARJABLES CHART

15-20 minutes

Life Cycle Variables Chart

Fill out the large prepared chart for each of the
aimals in the booklets.

Try to identify the problems of differences in data
interpretation. (The point here is not to seek

“the” answer, but to discover that diverse “answers”™
may be obtained from the same information.)



Instructions to Participants (in your own words):

Read the necessary data aloud so that we can {ill out the chart on
ciach of the animals,

Objectives:

To gain skill in problem-solving, inference, and interpretation.

To understand that diffcrent responses can come from different
data interpretations.

El{l‘c 13
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PROBLEM-SOLVING
SEQUENCE

Step 5: PROBLEM-SOLVING SEQUENCE:
INTRODUCTION

Allow: 3 minutes
Materials:  chart paper

magic markers

masking tape

How to
Proceed: Divide participants into equatl groups.



Instructions to Participants (in your own words):

Each group is to record on chart paper the results from each of the
steps in the problem-solving sequence which follows, Each group
should appoint a recorder for this purpose.

Use the problem-solving sequence to answer this question: What
similarities in life ¢ycle variables do you see between man and all
the species (collesiively) on the chart?

Objectives:

To provide experience and practice with social scicnce investigation,

To utilize MACOS content as a springboard for social science
investigation,

O
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PROBLEM-SOLVING
SEQUENCE

Step 6: BRAINSTORMING
Allow: 8-10 minutes

Materials:  Life Cycle Variables Chart

How to

Proceed: Workshop leaders must monitor group activity. to be
certain that rules for each round are being observed
and that directions are clearly understood.

16




Instructions to Participants (in your own words):
Generate as many ideas as you can in response to the question
posed in Step 5.

Do not communicate any judgment or evaluation of any of the
ideas expressed.

Objectives:

To provide experience and practice with social science investigation.

To utilize MACOS content as a springboard for social science
mvestigation.

O
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PROBLEM-SOLVING
SEQUENCE

Step 7: HYPOTHESIS SELECTION
Allow: 10-15 minutes

Materiale:  brainstorming lists

How 10
Proceed:  Workshop leaders continue to monitor group activity.

18




Instructions to Participants (in your own words):
Review your brainstorming list. Eliminate any repetitions or over-
lap. Eliminate “'long shots™ and improbable ideas.

Compare the feasibility of the ideas that remain. Select the three
most feasible ideas.

Objectives:
To provide experience and practice with social science investigation.

To atilize MACOS content as a springboard for social science
*.1vestigation.

O
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PROBLEM-SOLVING
SEQUENCE

Step-8: EVIDENCE SEARCH
Allow: ' 8-10 minutes

Materials:  ideas from hypothesis selection

How to
Proceed: Workshop leaders continue to monitor group activity.

20




Instrncticns to Pasticipants (in vour own words):

Think together sbout the evidencee supporting cach of the three
hypotheses selected by vour group. Specifically. answer this ques-
tion: What is the strongest evidence we can find to support our
hvpotheses?

Use vour listening skills - for example. paraplirasing (introduced in
Module 1.

Objectives:
To provide experience and practice with social science investigation.

To utilize MACOS content as a springboard for social science
investigation.

O
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PROBLEM-SOLVING
SEQI'ENCE

Step 9: HYPOTHESIS TESTING
Allow: 5-8 minutes

Materials:  ideas from hypothesis selection

How to
Proceed: Workshop leaders continue to monitor group activity.

22
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Instructions to Participants (in vour own words):

Arrive at a group consensus: agree on one hypothesis,

Arrive on the most promising ways to test this hypothesis. Decide
on several action steps that might be taken to determine the

validity of this hypothesis.

Objectives:

To provide experience and practice with social science investigation.

To utilize MACOS cuintent as a springboard for social science
investigation.

O
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PROBLEM-SOLVING
SEQUENCE

Step 10: GROUP DISCUSSION

Allow: 15-20 minutes

Materials:  charts generated during each of the four phases of the
problem-solving sequence.

How o
Proceed: Bring the entire group together for discussionn.

Emphasize the purpose of collecting data—namely,
for drawing inferences and foriming hypotheses.

Be sure the answers you get, when you ask for infer-
ences, are data-based and not merely guesses.

ERIC *




Instructions to Participants (in your own words):

Our discussion will focus on the charts generated by each small
group during the problem-solving sequence. We need to relate the
charts to the group process and to the processes involved in the
problein-solving sequence as well as to a basic MACOS theme.

Objectives:

To provide experience and practice with social science investigation.

To utilize MACOS content as a springboard {or social science
investigation.

25
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FEEDBACK

NOTE: These are sample questions, designed to
elicit feedback from participants. Feedback
questions in other modules may also be adapted
to this one.

1. How helpful do you feel the problem-solving sequence would be in
stimulating inquiry using MACOS content?

1 2 3 4 5 6
not at all v extremely
helpful ' helpfisl

Why ¢+ why not?

2. What s the likelihood of your using the problem-solving sequence as a
classroom activity with MACOS?

] 2 3 4 5 6
not at all extremely
likely likely

Why or why not?

26
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RATIONALLE

An important aspect of all interpersonal communication is that which we term
nonverbal. Though we generally verbalize the importance of nonverbal

communication, and though we continuously engage in nonverbal communica-
Ltion, we are unaware of the many facets or skills of nonverbat communication.

This module was designed to increase awareness of the skills of nonverbal
communication. {t involves learning ways to recognize and identify aspects of
nonverbal communication: practicing the expression of feelings nonverbally:
giving and receiving feedback abouat nonverbal behavior; and becoming niore
aware of one’s personal style in communicating.

The module is also concerned with making thie necessary distinction between
“commuiication” and “language.” All animals communicate. but it is man’s
unigue distinction to be able to use language -to name things past, present, and
luture and this sets him apart from all other animals.

OBJECTIVES

To have participants become more aware of the aspects of nonverbal
communicition and of thewr impact on comniunication.

To increase ability to identity nonverbal behavior.

To provide opportunity 1o practice nonverbal communication of feelings.

To practice giving and receiving feedba:k about one’s own style of nonverbal
ommunication,

To generate ideas about the implications of nonverbal communication in the
clussroom.

To compare and contrast man’s communication system with that of baboons.

TO PREPARE FOR THIS MODULE:

ASSIESS participants’ readiness for this activity. Read the Specind Procedures
(p. 5}

NOTIFY participants of this activity a day in advance so that appropriate
clothing (for sitting on the floor) may be worn.

A large uncluttered area, such as a gym. is needed.



PREVIEW the film.
SET UP projector and make sure it is fyunctioning properly.

LISTEN 10 the “In the Field"” record (baboon sounds band).
SET UP record player and check functioning.
HAVE copies on hand for distribution to participants of the MACOS hooklet

Bahoon Communication.

ASSEMBLE these materials:

paper pencils
paste other art supplies
SCISSOrs crayons

READ Handouts =11 (pp. 30-31). F12 (pp. 34-30). 13 (pp. 40-41}, and
#14 (pp. 46-47).

PREPARE these handouts for distribution to participants.

SPECIAL PROCEDURLES

“*Numerous devices have evolved in human relations training 10
supplement and enhance-fearning that is the result of verbal interaction.
Nonverbal techniques (NVTs) have hecome popular with both facilitators
and laboratory participants. As Mill and Ritve* point out, however, the
potentialities in using NVT’s may be counterbalanced by a nsimber of pit-
falls. They suggest as guidelines three questions which the facilitator should
be able to answer with ‘some sophistication’

I. How does your selection and use of an NVT fit into your
understanding of the way people change (learning theory)?

(18]

. Wha! position does this NVT hold in the context of the
laboratory goals toward which you are working (training
design)?

3. What immediate and ohservable needs at (his time with these
participants does this NVT meet (specific relevance)?

Pfeiffer, J. and J. Jones, A Handbook of Structured Experience for Human

Relations Training, Vol. [ (University Associates Press, [owa City, lowa),
p. 102.

*Cyril Mill and Miriam Ritvo, “Potentialities and Pitfalls of Nonverbal
Techniques,” Human Relations Training News, 1969 (13]1]), 1-3.
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NONVERBAL

COMMUNICATION

Step 1: INTRODUCTION
APPLYING NONVERBAL
COMMUNICATIONTO
ANIMALS

Allow: 2-4 minutes

Materials: None

How to Proceed: Set the stage for the topic, introducing

the film.




Instructions to Participants (in your own words):

In the film look for examples of animal communication. Hf you see
instances of communication, how is it taking place?

Objectives:

To identify and relate the concept of nonverbal communication to
a non-human setting.

ERIC ,
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NONVERBAL
COMMUNICATION

Step 2: “ANIMALS OF THE AMBOSELI"
NATURAL SOUND FILM OF THE
EAST AFRICAN SAVANNA

Allow: 30 minutes
Materials: film (MACOS)
projector
S
How to Proceed: Show film to participants.



Instructions to Participants (ir your own words):

None

Objectives:

To reinforce the skills of observation and data-collecting.

Q.
ERIC
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NONVERBAL A
COMM UNICATION

Step 3: DISCUSSION
. FOLLOW-UP AND REVIEW OF FILM

Allow: 10-15 minutes
Materials: None
How to Proceed: Form small discussion groups to review
data. End with a brief large-group sharing
period.

10




Instructions to Participants (in your own words):

What responses does vour group have to the questions in Step 17
Remember to support your findings with descriptive data.

Objectives:

To promote: group interaction skills, data gathering, data
interpretation, data-generation, decision-making.

Q
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NONVERBAL
COMMUNICATION

Step 4: INTRODUCTION OF * IN THE FIELD "
RECORD (BABOON SOUNDS BAND)

Allow: 2-3 minutes
Materials: None
How to Proceed: Provide reinforcement through the use of

more data via another medium.

12




Instructions to Participants (in your own words):

What kinds of things can baboons communicate vocally™ What
limitations do baboons have in communication? ,

Objectives:
To identify and relate the concept of nonverbal communication to
a non-human setting.

b
1

O
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NONVERBAL
COMMUNICATION

Step 5: “IN THE FIELD”
BABOON SOUNDS BAND OF RECORD

Allow: 8-10 minutes

Materials: record (MACOS)
record player

How to Proceed: Have participants listen to record.

14



Instructions to Participants (in your own words):

None

Objectives:

To reinforce the skills of observation and data-collecting.

o

ERIC
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NONVERBAL

COMMUNICATION

Step 6: DISCUSSION OF RECORD
Allow: 8-10 minutes

Materials: None

How to Proceed: - Develop data-based answers to the

guestions in Step 4. Be sure to
¢:.phasize the range—-and at the same
time the limitations—of the baboon
closed-communication system.

16




Instructions to Participants: (in your own words):

What is the difference between language and communication?
Relate your answers to the vecord we have just heard.

Objectives:

To promote: group interaction skills, data gathering, data
interpretation, data generation, decision making, comprehension,
and interpretation.

O
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NONVERBAL

COMMUNICATION

Step 7:

Allow:

Materials:

How to Proceed:

18

TOPIC REVIEW
15-20 minutes

MACOS booklet Baboon Communication

Review the learning outcomes of Steps
1-4.

Distribuie wnd read the booklet
Baboon Connmunication.,

Through discussion, interrelite findings
from the several sources: film, record,
ind booklet. Discuss the differences and
distinctions between language and
communication.

Develop some key questions to lead the
discussion.



Instructions to Participants (in vour own words):

What are the major distinctions between Linguage and communici-
tion? (plus other questions you develop)

Objectives:

To promote: group interaction skills. data gathering, data interpre-
tation, data-generation, decision-making.

To practice cognitive skills of analysis ind synthesis.

To distinguish between communication and kinguage.

El{l‘C - 19
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NONVERBAL
COMMUNICATION

Step N ILLUSTRATION IN ART FORM OF
THE CONCEPTS AGGRESSION.
BELONGING. GROWING. BIRTH.

BROTHERHOOD
Allow: 30 minutes
Materials: paper

piste

SCISSOTS

crayons
other art supplies

How 1o Proceed: Have participants form groups of four,
Assign concepts at random. Do not share
the concepts.

20




Instructions to Participants (in your own words):

Determine how you wish to illustrate the concept assigned to you,
using the art media available.

Objectives:
L
To increiase awareness of how one ¢in communicate nonverbally,

o

ERIC
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NONVERBAL
COMMUNICATION

Step 9: PROGRESSION EXERCISE
Allow: 6-9 minutes

Materials: None

How to Proceed: Pair participants.

Give directions tor the exercise. Have
partners sit tacing each other and share
their feelings verbally.

After 2-3 minutes, have them sit back to
back and continue sharing verbally.

After another 2-3 minutes, have them
again sit face to face and communicate
without using words.

O
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Instructions to Participants (in vour own words):

None

Objectives:
To increase awareness of our reliance on nonverbal cues.

To provide practice in nonverbal communication.

o

ERIC
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NONVERBAL
COMMUNICATION

Step 10: HAND TALK EXERCISE
Allow: 16 minutes

Materials: None

How to Proceed: Pair par{icipants.

Have pairs face each
other, with eves closed.

Announce that members of the pairs
should take turns attempting to
cominunicate nonverbally such feelings
as frustration, tension, joy, friendliness,
anger, hate, elation, ecstasy.

24



Instructions to Participants (in your own words}):

None

Objectives:
To provide practice in expressing specific feelings nonverbally.

To increase awareness of multiple ways in which a specific feeling
an be expressed nonverbally.

o
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NONVERRAL
COMMUNICATION

Step 11: ANALYSIS OF NONVERBAL
PROCLSS BY THE GROUP

Allow: 25-30 minutes
Materials: None
How to Proceed: The discussion should be as open-ended

as possible, with participants contributing
what they wish about data that were
generated and observed.

26




Instructions to Participants (in vour own words):

None

Objectives:
To share reactions to the experiences of the nonverbal exercises.

To generate ideas concerning the implications of nonverbal behavior
for the classroom.

o
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NONVERBAL

COMMUNICATION

Step 12: “NONVERBAL BEHAVYIOR"
(READING)

Allow: 5 minutes

Materials: Handout =11 (pp. 30-31)

How to Proceed: Distribute and have participants read the
handout.

28



Instructions to Participants (in your own words):

None

Objectives:
To identify skills in dealing with nonverbal behavior.

o
ERIC
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HANDOUT #11:  Nonverbal Behavior

NOTE: This handout, in form suitable for re-
production, will be found in the Handouts
section of the Process Education for Teachers
package.

The Problem

Much is communicated by the words we use and the emphasis, or inflection, we give
them, We also communicate in nonverbal ways such as frowning, crossing our arms, look-
ing at the floor as we speak, blushing, looking at the clock or beckoning with a hand.
Some nonverbal behaviors convey an idea such as putting a finger to your lips in a gesture
of silence. Some indicate feelings such as smiling or pounding your fist on a desk.

Nonwverbal behavior is often more spontaneous than the waords we use. It can therefore
present a clearer picture of the meaning which the speaker intends to communicate than
his words alone. There is a potential probtem however. Unless we use the skill of percep:
tion check, we may sometimes be interpreting the other persoit’s nonverbal cues
incorrectly. We may think a person has closed his eyes because he is bored, when actually
he closed them so as to concentrate better or listen to what is being said. It’s important
to be sure we know the correct meaning of the nonverbal behavior when it influences us
in the communication.

Another possible problem can arise when yoi communicate things nonverbally that
you are unawure of. You probably use many spontaneous nonverbal mannerisms that
you are unaware of. These are part of your pemonal style of interpersonal communica-
tions. Some of these mannerisms may have obvious meaning to others. Some mannerisms
you use may only be correctly understood by those who know you well. They may cause
frequent confusion or misunderstanding for those who do not know you well. It can De
important to become aware of the nonverbal mannerisms which are part of your style.
You can then use them in a way that matches what you are saying. You can then also
help others to learn what they mean as part of your personal. individual style of com-
municaling. lFor example, you might find it is helpful 1o tell others, ‘‘People sometimes
think I'm doubting them when they see me raise my eyebrows. That’s generally not the
case for me. | have a habit of raising my eyebrows when | hear something that especially
interests me."



The Skills

Three skills can help improve that part of interpersonal communication which is non-
verbat. The first is the skill of “perception check.” If you feel a person’s nonverbal
behavior is influencing Your reaction to the person you are communicating with, you
may be wise to check whether you have a correct understanding of that behavior.

The second skill is to recognize your own nonverbal behaviors. This is a difficuft thing
to learn. I'ew people have experience with observing themselves as they communicate.
One way to do it is to use films o television tapes. An oppertunity to use such expensive
equipment to '‘see ourselves as others see us’’ can be revealing and extremely helpful.
Another way to get such *“feedback” is to ask others to watch you and describe your
behaviors to you. You can learn to watch for clues that you may be communicating
meanings nonverbally that are causing prnblems. If you suspect this is happening, it can
sometimes help to suggest that the other person share his perception of how you are
reacting. Getting iiin to use “perception check” may lead to a needed clarification as
well as provide “feedback’ to you about nonverbal behavior you were unaware of.

The third skill involves giving and receiving ‘‘feedback.” i.e. sharing im pressions and
reactions of the othe~ persons behavior., Two especially important ones for clarifying
meanings of nonverbal behavior are *“ paraphrasing” to be sure you understand what the
other is seeing of you and being specific in asking him to observe your nonverbal
mannerisms. Examples of being specific would be to say,

“Waich and tell me after the meeting whether there are times you think 1
appeared to be bored.”™

or

*Have | been doing anything as you spoke that indicated times 1 agreed or
disagreed with your ideas?"

O
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NONVERBAL
COMMUNICATION

Step 13 “DESCRIPTION OF FEELINGS™
(READING)

Allow: 10 minutes

Materials: Handout =12 (pp. 34-36)

How to Proceed: Distribute and have participants read the
handout.

32



Instructions to Participants (in vour own words):

None

Objectives:

To cafferentiate between expressing and describing feeling.

o

ERIC
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HANDOUT =12 Description of Feelings: A Basic Communication Skill
for Improving Interpersonal Relationships

NOTE: This handout, in form suitable for re-
production, will be found in the Handouts
section of the Process Education for Teachers
package.

The Problem

To communicate your own feelings accurately or to understand those of others is
difficult.

birst, expressions of emotion take many different forms. Feelings can express them-
selves in bodily changes, in action, and in words.

Second ., any specific expression of feeling may come from very different feelings. A
blush, for example, may indicate the person is feeling pleased, but it may also indicate
that he feels annoyed, or embarrassed or uneassy.

Likewise, a specific feeling does not always get expressed in the same way. For
example, a child’s feeling of affection for his teacher may lead him to blush when she
stands near his desk, to touch her as he passes her, to watch her as she walks around the
room, (o tell her *You’re nice,” to bring his pet turtle to show her, etc.; different forms
of expression indicate the child’s feeling of affection.

Communication of feelings, thus, is often inaccurate or even misleading. What looks
like an expression of anger, for example, often turns out to result from hurt feelings or
from fear.

A further obstacle to the accurate communication of feelings is that your perception
of what another is feeling is based on so many different kinds of information. When
somebody speaks, you notice more than just the words he says. Y ou note his gestures,
voice tone, posture. facial expression. ete, In addition, you are aware of the immediate
present situation—the context in which the interaction is occurring. You are aware of
whethier somebody is watching, for example. Therefore, vou make assumptions about
how the situation influcnces what the other is feeling. Beyond all of this you also have
expectations based on your past experiences with the other individual.

You make inferences from all of this information—words, nonverbal cues, the situa-
tional context, your expectations of the other. These inferences are influenced by your
own current emotional state. What you perceive the other to be feeling, then. often
depends more upon what you are feeling than upon the other person’s actions of words.
FFor example, if you are feeling guilty about something, you may perceive others as angry
with you. If you are feeling depressed and discouraged about yourself, others may seem
to be expressing disapprovat of you.

Communicating your own and understanding the feelings of others is an extremely
difficult task. And, yet, if you wish others to respond to you as a person, you must help
them understand how you feel. Likewise, if you are concerned about the other as a
person and about your relationship with him, you must try to understand his emotional
reactions.

34



The Skill

Although we usually try to describe our ideas clearly and accurately, we often do not
try to describe our feelings clearly. l'eelings get expressed in many different ways. but
we do not usually attempt to identity the feeling itself,

One way to describe a feeling is to identify or name it. *'] feel angry.” 1 feel
embarrassed.”” "'l feel comfortable with you.” However, we do not have enough names
or labels to encompass the broad range of human emotions, and so we invent other ways
to describe our feelings, such as the use of similes. 'l feel like a tiny frog in a huge pond.”
A girl, whose friendly overture had just been rebuffed. said, *'1 feel like [ have just had
an arm amputated.”

A third way to describe a feeling is to report what kind of action the feeling urges you
to do. *'l feet like hugging and hugging you.” “I'd like to slap you."' *I wish I cauld walk
off and leave you.”

In addition, many figures of speech serve as descriptions of feelin, *'! just swallowed a
bushel of spring sunshine.”

Describing Your Own Feelings

When describing your feelings you try to make clear what feelings you are experiencing
by identifying them. The statement must (1) refer to “'1,"”" **me,” or **my,” and (2) specify
some kind of feeling by name, simile, action urge or other figuse of speech.

The following examples show the relation between two kinds of expressions of feeling,
(1) those that describe what the speaker is feeling, and (2) those that do not. Notice that
expressions of feeling which describe the speaker’s emotional state are more precise, less
capable of misinterpretation, and, thus, convey more accurately what feelings are
affecting the speaker.

Fxpressing feeling by describing Expressing feeling without describing
your emotional state your emotional state
*I feel embarrassed.” Blushing and say nothing.

“I feel pleased.”
**] feel annoyed.”

“] feel angry!” Suddenly becoming silent in the midst of
*“I'm worried about this.” a conversation,
“1 feel hurt by what you said.”

“I enjoy her sense of humor.” “She's a wonderful person.”
“I respect her abilities and competence.”
*‘I love her but 1 feel I shouldn't say so0.”

‘1 hurt too much to hear any more.”’ “Shut up!tt”
“] feel angry at myself.”
“1I'm angry with you.”

ERIC -
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HANDOUT =12 (cont)

Because emotional states express themselves simultancously in words, in actions and in
physiological changes, 3 person may convey contradictory messages about what he is
feeling. For example, his actions (3 smile or laugh} may contradict his words (that he iy
angry ). The clearest emotional communication occurs when the speaker’s description of
what he is feeling matches and, thus, amplifies what is being conveyed by his actions and
other nonverbal expressions of feeling.

The aim in describing your own feelings is to start a dialogue that will improve your
relationship with the other. After all, others need (0 know how you feel if they ase to
take vour feelings into accaunt, Negative feelings ar= indicator signals that something
may be going weong in a relationship with an:ther person. To ignore negative feelings is
like ignoring a warning light that indicates an clectrical circuit is overloaded. Negative
feelings are a signal that the two of you need to check for misunderstanding and faulty
communication.

After discussing how each sees the situation or your relationship, you may discover
that your feelings resulted from false perceptions of the situation and of his motives. In
this case. your feelings would probably change. However, the other may discover that
his actions are arousing feelings in you that he wasn't aware of - feelings that others
beside you mught experience in response to his behavior —and he may change.

In short. describing your feelings should not be an effort to coerce the other into
changing so that you won’'t feel as you do. Rather you report your inaer state as just ane
more piece of information that is necessary if 1e (wo of you are to understand and
improve your relationship.

Perception Check

You describe what you perceive 1o be the other’s inner state in order to check whether
you understand what he feels. Fhat is, you test to see whether you have decoded his
expressions of feeling accurately. Y ou trunsform his cxpressions of feeling into a tentative
description of his feeling. A good percepiion check conveys this message, **1 want to
understand your feelings—is this (makirg a description of his feefings) the way you feel?™
Laamples:

1 get the impression you are angry with me. Are you?”
(NOT: "Why are you so angry with me?” This is mind reading. not
perception checking. )
“Am | right that you fcel disappointed that nohody commented on your
suggestion?”

*1'm not sure whether your eapression means that my comment hurt your
feelings. irritated you or confused you,”

Note that a perception check describes the other’s feelings. and does not express dis-
approval or approvel, It merely conveys, U This is how | anderstand your feelings. Am |
accurate?”

John L. Wallen
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NONVERBAL
COMMUNICATION

Step 14 “HOW DO YOU EXPRESS YOUR
FEELINGS?” (READING)

Allow: S minutes
Materials: Handout #13 (pp. 40-41)
pencils
How to Proceed: Distribute and have participants read the

handout. Distribute pencils.




Instructions to Participants (in your own words):

Read the handout and respond to the questions in writing.

Objectives:

To examine different ways an individual expresses feelings.




HANDOUT =13: How Do You Express Your IFeclings”?

NOTE: This handout, in form suitable for re-
production, will be found in the Handouts
section of the Process Education for Teachers
package.

Do these five exercises individually. When everyone has finished., discuss
the different possibilities that the group members ave written down. If you
have any questions refer back to the paper on Descriprion of Feclings.

Below are some feehngs vou may have expenienced. o each of these you

are to report twodifferent ways that vou expiess such feelings,
The Tirst answer should be some sy that worlld express bt not deseribe

vour feenngs, The second answer should repart how yvou mught express such

feclings by actions without usimg words.

I
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When vou feel bored with what is gomg on moa sroup. how does your
leeling usually express itselt”!

I words?

Without words?

- Whenyou feel very annoy ed with anoher stal’t member. but reluctant

1o say wo openly . how does your Teelme ustilly express itsell?
I words?
Without words?

Anather penon says or does something to vou that deeply huris yowm
Teehngs, how does your Teeling usually express itsett?

In words?

Without words?

Another person asks you to do something that you are afraid you
cannot do very well, You also do not wish him to know that you ieel
adequate. How do your Teehngs oxpress themselves?

fn words?

Without words?



5. When you feel fondness and affection for another person and at the
same time are not sure that the other feels the same toward you, how
does your feeling usually express itself?

In words?
Without words?

John Wallen

o
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NONVERBAL
COMMUNICATION

Step 15: SHARING OF RESPONSES

Allow: 20 minutes

Materials: Handout =13 (pp. 40-41)

How to Proceed: Have participants ferm discussion groups

of two. then four.

42




Instructions to Participants (in your own words):

Talk over your responses to the questions in Handout =13,

Objectives:

To becomie more aware of each other’s comrrunication style, as
team members and as work group members,

o
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NONVERBAL
COMMUNICATION

Step 16: “OBSERVATION GUIDE™
(READING AND DISCUSSION}

Allow: S minutes
Materials: Handout #14 (pp. 46-47)
How to Proceed: Distribute and have participants read and

discuss the use of Handout #14.

O
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Instructions to Participants (in vour own words):

Read this handout and identify behaviors for your partners to
observe.

This Guide is for use throughout the workshop.

Objectives:

To provide a means for partners to practice observing and giving
feedback about nonverbal and verbal behavior.

O
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HANDOLU T =14 Observation Guide: Perception Cheching Observation of
Nonverbal Communicatien

NOTE: This handout, in form suitable for re-
production. will be found in the Handouts
wection of the Process Education for Teachers

package.

Whenever vour pair partner seems to be communicating one thing verbally
and something else nonverbally, make appropriate notes. Make a note ot
non-verbal behavior which appears to you to convey an idee or a fecling.

O
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Nomverbal things my partoes does and
wantts me to watch for

Nonverbal things | have noticed which
Fdon’t think my pair partner is awne

of or has not told me about

Behuvior

ERIC
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What 1sinw

What | heard
liim say

What | saw
him do

My vuess is thut
what he really
thinks is

What e really
fevds s

47



FEEDBACK

NOTE: These are sample questions, designed to elicit feedback from
participants. Feedback questions in other modules may also be adapted
to this one.

I. To what degree do you feel that these activities increased YOUF aWareness

of reliance on nonverbal cues?

| 2 3 4 5 §)

not complete
at all understanding
Why?

\Why not?

2. Asaresult of the activities and discussion of nonverbal communication., in
what ways. i’ any, do you leel that you will modity your behavior?

PN T e e v

1
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RATIONALY

Inan effort to detine man’s humanness, Man: A Course of Studv (MACOS)
examines nan as a soctul creature. For the purpose of comparison, and in
order to provoke new questions, we look at other social animals, particulardy
group-hving hahoons. Baboons do not have “lamilies.” but they do have o
group structure lreld together by leamed behuvior patiesns and stiong
cmotiongl ties, This group stracture enables us ta exannne the social wienifi-
cance of roles and belavior o mdividuals ansd croups Tor example.

learming, agaressien. donunance, cooperation . aid conmincation,

[he NASA smulation s ameans of anaby 2ing e expeatations haman group
members have Tor cach ather and the soaal orgamyanon which resulis from
these expectations. Hivauah ot venerated by alos simalation. indinoduals and
groups nuay amly 2¢ the entect ol espectations onan mdiodual™s behavior amd
o the behavion of others towand hene They cancalso anady 2o the tacrors
which influence the formation of expeciaiions

OBJFCTIVLES
To develop awareness of the meancelimondup between expectations s the
social organization of o wonp.

To develop awareness ot the socil sigmhcinee of vanous torms of behavior !
roles in animal and hunun groups.

To develop awmeness ol the imlluence ol expectations ou mdivdual and
group hehavion,

4



TO PREPARI: FOR THIS MODULE

READ the Special Procedures Section (pp. 22-24). Construct charts aceording to
these directions.

PREVIEW the two films.
SET UP projector and make sure it is functioning properly.

READ Handouts =15 (p. 18). =16 (pp. 28-29), =17 (pp. 32-33). =18 (p. 306).
=19 (p. 40),and =20 (p. 41).
PREPARL these handouts for distribution to participants.

HAVE on hand copies for distribution of the MACOS bonklen Baboon Troop
ind ITrven DeVore's Field Notes.

ASSEMBLE these materials:
heavy cardboard (for environment ho.mls)
cutouts ol baboons
seissors
tupe
colored paper
cardboard
cotton
pipe cleaners
puste
pencils
pens

READ MACOS Teacher Guide. Book 5. Lessons A-F.




SOCIAL ORGANIZATION

Step i:

Allow:

Materials:

How to Proceed:

INTRODUCTION
EVIDENCE OF SOCIAL
ORGANIZATION AMONG
HIGHER-ORDER ANIMALS

10 minutes

MACOS booklet. Bahoon Troop, distrib-
uted among j.articipants

In groups. participants peruse the book-
tet, keeping in mind the question: what

is the social organization of baboons?
Suggest that participants look for evidence
to support or refute information given in
the booklet. Indicate that the film( to be
shown in Step 2) will be another <ource
for the topic under study.



Instructions to Participants (in vour own words):

Form smal! groups. Read the booklet. What is the social orgamiza-
tion of baboons?

(A tend of periodyalert participants to watch for specific incidents
in the film to be shown that demonstrate social behavior and
organization. Muke a list of these.

Objectives:
To introduce the social organization of a primate group.
To make hypotheses from data in the Baboon Troop book.

To reinforce course themes and their utilization,

ERIC 7
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SOCIAL ORGANIZATION

Step 2:

Allow:

Materials:

How to Proceed:

“BABOON TROOP™ (FILM)
ILLUSTRATION OF THE SOCIAL
ORGANIZATION OF A BABOON
TROOP

30 minutes

film (MACOS)
projector

Show film to participants.



oty

Instractions to Participants (in vour own words):

(See Step 1. Instructions to Participants).

Objectives:

Tu encourage data collection and
observatioi.

To illustrate the ceicept of social
organization by focusing on the role and
behavior of members of the group.

To foster speculation and hypothesis
formation.

o ;
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SOCIAL ORGANIZATION

Step 3: DISCUSSION OF FILM

Allow: 10-15 minutes

Materials: None

How to Proceed: Use this discussion as a bridge between

the two films. Review the question (what
is the social organization of baboons?)
asked carlier in connection with the book-
let. Now talk about the new data that
were utilized to answer the same question,
and how they may have altered or
changed hypotheses veached earlier. When
baboon organization has been sufficientiy
identified. move on to the next film.
Indicate DeVore's narration and iltustra-
tion, and show his data base (Fiefd Notes)
for baboon social organization.

CAUTION: In comparing humans and
baboons, penmnit no anthropomaorphism!
Differences as well as similarities should
he emplusized.

El{l\C 10
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Instructions to Participants (in your o n words ):

In the filim, what specific behavior did you see that was significant
in tenus of social organization in the baboon troop?

(Introducing second film). what specific evidence does DeVore use
to form his h) pothesis on baboon social organization? See whether
you come (o the same conclusion he did from the same data.

Objectives:
To extend and refine understanding of social organization,
To use data to refine hypotheses.

To use and apply the methods of social science investigation. data
collection, analysis.

O
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SOCIAL ORGANIZATION

Step +:

Allow:

Materials:

How to Proceed:

12

“DYNAMICS OF MALE DOMINANCE™
(FILM)

NARRATED FILM DEMONSTRATING
ELEMENTS OF TROOP ORGANIZATION

30 minutes

film { MACOS)

prajector

Show filin to participants.
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Instructions to Participants (in your own viords):

None

Ohjectives:
To reinforce the concept of social organization.

To stress specific role behavior of members of the troop. especially
males striving for dominance.

To develop an znderstanding of the adaptive survival pattern within
the haboon troop.

13



SOCIAL ORGANIZATION

Step 5:

Allow:

Materials:

How to Proceed:

O
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FOLLOW-UP DISCUSSION
REVIEW OF SUMMARY OF
DATA FROM BOTH FELMS

10-15 minutes

MACOS booklet. DeVare's Field Notes,
distributed among participants

Use the questions already posed to generate
further discussion of social orgmization,
roles. dominance behavior, and the troop
as an adaptive mechanism, Reinforce the
concept of the adaptive survival patterns
existing within the baboon troop. Again
emphasize that responses must be data-
based.



Instructions to Participants (in your own words):

What specific behavior did you see which is significant in terms of
social organization in the baboon troop?

Objectives:
To provide further data-collecting experiences, with opportunity
to interpret and analyze data.

o
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SOCIAL ORGANIZATION

Step 6:

Allow:

Materials:

How to Proceed:

El{l\C 16
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SIMULATION
SETTING UP BABOON TROOPS
ON ENVIRONMENT BOARDS

30 minutes

Handout =15 (p. 18}

MACOS booklets: Bahoon Troop
DeVore's Field Notes

heavy cardboard

cutouts of baboons

SCISSOIS

Lape

colored paper

cardbo:inrd

cotton

pipe cleiers

paste

MACOS. Teacher Guide. Book 5.
Lessons Aand F

Display pictures and books which depict
geographical aspects of baboon environ-
ment. Encourage participants 10
represcitl, s nearly as possible. the
envicsitnent as it actually is. Situation
assignments are made by numbers
written on picces of paper t1-5).

Divide the class into five groups for the
proslem-solving activity. Each group
must create an apprapriate response to
one of five hyvpanhetical situations. This
response must be based on data sources
and expliined and defended to the other
groups.



Instructions to Participants {in your own words):

In your groap. construct an environment board that illustrates the
baboon troop in the sitaation assigned to you (one of the five slips
of paper). Use other course materials to collect data. Remember
that this is a group eftort.

(For directions on creating environment boards. refer to MACOS,
Teacher Guide. Book 5. Lesson Ao po L Lesson Fop. 430

ODbjectives:
To promote the use of many sources of data in a group problen:-
solving situation.

O
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HANDOUT =151 Social Organization--Simulation

NOTE: This handout. in form suitable for re-
production. will be found in the Handouts
section of the Process Education for Teachers
package.

In quartet. using enviromment boards. show these situations:
A haboon troop:

crossing a plain

drinkingat a water hole

resting

facing a predator

soing imo sleeping trees
Place cutouts. drawings, or ligures aecording to the way buboons would be
phaced in the above situations. Encourage three-dimensional projects,
Use Baboon Troop and FField Notes as sourees of information in addition to
the tilm.
Sharing: Participants share their envivonment boards. Group presenting gives

a minimum of inforimation, Other participants are to note relationships and
tell what the situation s,

O
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SOCIAL ORGANIZATION

Step 7: FOLLOW-UP DISCUSSION
REVIEW AND SUMMARY OF
BABOON SOCIAL ORGANIZATION

Alow: 10-15 minutes
Vaterials: None
How to Procead: Participants should visit each other’s

cnvironment boards. Each group.
together. moves from board to board.

A few minutes are allowed for examina-
tion {situation) and making a record
{identification) of each visit.

In follow-up discussion, ask cach group
to demonstrate its response and provide

its rationale. Others should be prodded
to question each group’s reply.

ERIC 2y %0




histructions to Participants (in your own words):

As vou visit the other boards, ask: What are the baboons doing
here? How cmi yvou tell? Why are the troop membersin the places

they are?

Objectives:
To reinforce all earlier objectives of the module.

O
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SPECIAL PROCEDURFS FOR NASA SIMULATION
(steps 8a, 8b, 8¢, 8d, 8e,)

The implications of data generated by this exercise can be threatening fur
individual participants—that is, may lead to hostitity, withdrawal, or othe
resistance patterns. Workshop leaders are obligated to provide support and
reinforcement for such participants. Previous work in group dynamics is
essential.

Readiness of participants for this activity must be assessed. The data
generated by this exercise require extensive discussion time and time for
individual reflection.

The following are specific procedural considerations:

1. Each individual must be assigned a coded identification. No names
appear on the final chart.

2. Two NASA Exercise Individual Worksheets {Handout =16) should
be filled in by each participant (and should include his name}. so
that one may be scored by workshop leaders during group consensus-
seeking. See NASA Exercise Answer Sheet (Handout =19) and Direc-
tion Sheet (Handout =20) for scoring. Results sheuld be charted.

3. Workshop leaders must calfcufate the average individual score follow-
ing directions on the Direction Sheet (Handout =20} Results should
be charted.

4. Group sheets are to be collected at the end of the group sctivity and
scored according to the procedure followed Tor scoring individual
answer sheets. Results should be charted.

5. Rankings for selffother correctness and sell/other participation
should be charted white each participant scores his remaining individ-
ual worksheet and then engages in otiier activity. Charting the rank-
ings is time-consuming and requires two or three people.

6. Sample charts are reproduced here to guide you in constructing your
own. The sample is for a group of six. A sample of the data generated
is also included. to help guide your thinking sbout inferential ques-
tioning. See the sample questions that follow

22



Individual | Average | Group Self-Rank | Others-Rank! Seif.Rank | Others-Rank
tdent. Score|individuali Score ] Correctness| Correctness [Purticipation| Participation
(Red) (Green) |(Orange) (Red) (Black) " (Red) (Black)

A
B
C
D
E
|.‘
Individual { Average | Group Self-Rank | Others-Rank| Self-Rank 10thers-Rank
1 Ident, Score [ Individual] Score Correciness | Correcmess [articipation |Participation
(Red) (Green) [(Orange) (Red) (Black) {(Redd) (Black}
A 58 40 22 4 ql3|4a]2(233 3 ICICIRIE I
B | 44 40 22 6 2/4]3}4]0]5 2 2]z)3l2)2N
C 26 40 22 2 6j2(1j1y1|2 1 artiip|ngs
(b] 48 40 22 5 3{6[51{3|5|4 5 5155141513
£ | 36 40 22 5 1]s]2fs(3]1 5 1e]2}s]3]2
I 28 40 22 6 5|1jol6]4]06 4 6l3i6l6]6]a
§
DISCUSSION QUIISTIONS
I. What can we say based on data generated in these groups? What infer-
ences can we make?
2. - What are some factors that might account for discrepancy between an
individual’s self-ranking for correct answers and others® ranking of him?
o
{
O
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SPECIAL PROCEDURES FOR NASA SIMULATION: cont.

3.

N o v s

10.
11.
12.

20.

What are some factors that might account for discrepancy between an
individual’s self-ranking for participation and others’ ranking of him?

On what basis did you do “correct answer” ranking?
On what basis did you do “participation” ranking?

What does it mean to you to be an effective group member?

" What are some factors that help an individual who “has the answer” to

inflience the opinions of others?

Does group interaction help? (Compare average individual score and
group score.)

What was dominance in your group? .
How was it established?
How did dominance make you feel?

Were you conscious of ascribing less status to the females in your group?
If you were a female, did you feel that you had less status, fate control,
influence? What does this say about expectations for females?

How did you feel when attacked? What adaptive strategies did you
employ?

Was there a coalition amoiyg the dominant in your group?
Did one leader succeed another? Was anyone overthrown?
Were you conscious of nonverbal cues of support or rejection?

Were you conscious of incongruity between verbal and nonverbal
communication? Contrast this with baboons.

Why not take a majority vote? What'’s the difference between this and
consensus?

If you are accustomed to being a leader and having considerable fate
control—how do you react to the loss of leadership?

Do you feel that you ascribe status based on physical characteristics:
“He looks like an authority (strong man). She looks weak.”



SOCIAL ORGANIZATION

Step 8a: NASA SIMULATION (PART 1)
Allow: 105 minutes (total time for Steps 8a-¢)
Materials: Handout £16 (pp 28-29). two copies
to each participant
pencils
pens
How to Proceed: {Bc sure you have read the Special

Procedures Section. pp. 22-24 }.

After reading the NASA problem and
having participants complete the work-
sheets (Handout #16), collect one of the
sheets from each person.

Then divide participants into groups of
equal size (approximately six in each).




Instructions - Participants (in your own words):
Read NASA problem.

Place vour name at the top of both (identical) worksheets (Handout
#16). You have 15 minutes to complete the exercise. You are to
work individually. Record inswers on both sheets and hand in one.

At the conclusion of the exercise, form groups of approximately
six persons cach.

Objectives (for Steps 8a-e):
To compare the results of individual and group decision-making,

To consider factors which influc rce cur judgment of intellectual
capability.

To consider factors which influence our judgment of effective
group membership.

To reflect on discrepancies between self-perceptions and the percep-
tions others have of us.

E l{fc 27
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HANDOUT =16:  NASA Exercise Individual Work<heet

NOTE: This handout, in form suitable for re-
production, will be found in the Handouts
section of the Process Education for Teachers
package.

INSTRUCTIONS: You aie a member of a space crew originally scheduled
to rendezvous with a mother ship on the lighted surface of the moon. Owing
to mechanical difficulties. however, your ship was forced to land at a spot
some 200 miles from the rendezvous point. During landing, much of the
equipment aboard was damaged. and, since survival depends on reaching the
muther ship. the most eritical items available must be chosen for the 200-mile
trip. Below are listed the 15 items left intact and undamaged after lunding,
Your task is to rank order them in terins of their importance to your crew in
allowing them to reach the rendezvous point. Place the number 1 by the most

. important item, the number 2 by the second most important. and so on,
through number 15, the least important. You have 15 minutes to complete
this phase of the excrcise.

ERIC
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Bax of matches
Food concentate

50 feet at nvlon rope

Parachute silk

Portable heating unit

Twe =5 calibie pistols

One case dehydrated Pet milk

Two [00-Ib. tanks of oxygen

Stellar map {of moon’s consteltation)

____ Liferaft
Magnetic compass
5 gallons of water
__ Signal flares
__ First aid kit containing injection needles

Solar-powered FM receiver-transmities

29



SOCIAL ORGANIZATION

Step 8b:

Allow:

Materials:

How to Proceed:

30

NASA SIMULATION (PART II)
105 minutes (total time for Steps 8a-e)

Handout #17 {pp. 32-33)

Give each group one group worksheet.
Stress the four guides to use in reaching
consensus.



Instructions to Participants (in your own words):

Individuals are nor to change any answers on their individual sheets
as a result of .group discussion.

One member of each group is to record group consensus on the
group worksheet.

The groups have 30 minutes to complete lhe worksheets, which
will then be collected.

Objectives(for Steps 8a-e):
To compare the results of individual and group decision-making.

To consider factors which influence our judgment of intellectual’
capability. |

To consider factors which influence our judgment of effective
group membership.

To reflect on discrepancies between self-perceptlons and the percep-
tions others have of us.

C | 31



HANDOUT #17-  NASA Exercise Group Worksheet

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teaciiers

package.

INSTRUCTIONS: This is an exercise in group decision-making. Your
group is to employ the method of group consensus in reaching its decision.
This means that the prediction for each of the 15 survival items must be
agreed upon by each group member before it becomes a part of the group
decision, Consensus is difficult to reach. Therefore, not every ranking will
meet with everyone’s coinplete approval. Try, as a group, to make cach
ranking onc with which @i group members can at least partially agree. Here
are some guides 10 use ¥ reaching consensns:

. Avoid arguing for your own individval judgments. Approach the task
on the basis of logic.

9

. Avoid changing your mind onlv 17, order to reach agreement and avoid
contlict. Support only solution: with which you are able to agree at
least somewhat.

3. Avoid “conflict-reducing™ * echnigues such as majority vote, averaging,
or trading in reaching your decision.

4. View differences of opinion as helpful rather than as 2 hindrance in
decision-making,

E l{fc‘ . 32
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Box o matches
____Food concentrate
____ 50fect of nylon rope
Parachute silk
_____Portable heating unit
_____Two 45 calibre pistols
_____ One case dehydrated Pet milk
_____ Two 100-Ib. tanks of oxygen
______Stellar map {of moon’s constellation)
__ Life raft
Magne tic compass
5 gallons of water
_____Signal flares
First aid kit containing injection necedles

_ Solar-powered FM receiver-transmitter

33



SOCIAL ORGANIZATION

Step 8c: NASA SIMULATION (PART III)
Allow: 105 minates (total time for Steps 8a-e)
Materials: Handout #18 (p. 36)

How to Proceed: Distribute handout among participants

34



Instructions to Participants (in your nwn words):

Each participant is to ranl. uimself and every other member of his
group on two dimensions: (1) number of correct answers, (2) degree
of group participation. The member’'s name must appear on each
ranking sheet. The sheets will be collected.

Objectives(for Steps 8a-e):
To compare the results of individual and group decision-making.

To consider factors which influence onr judgment of intellec tual
capability.

To consider factors which influence our judgment of effective
group membership.

To reflect on discrepancies between self-perceptions and the percep-
tions others have of us.

35



HANDOUT =i8:  Ranking Sheel

s e,

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

NAM{

Runk all members of group including seli:

Correct Answer Purticipation

ranking ranking
Participant™s Name {1=highest) ( 1=highest)

ERIC
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SOCIAL ORGANIZATION

Step 8d: NASA SIMULATION (PART V)
Allow: 105 minutes (total time for Steps 8a-e)
Matevials: Handout #19 (p. 40)

Handout #20 (p. 41)

How to Proceed: Distribute handouts among participants.

37/38



Instructions to Participants (in vour own words):

Read the correct answers (Handout #19),
Reuad the directions for scoring (Handout #20).
Score vour individual worksheet (Handout #16),

Objectivesfor Steps 8a-e):

To compare the results of individual and group decision-making.

To consider factars which influence our judgment of miellectual
capabitity.

To consider tactors which influence our judgiment of effective
group membership.

To reflect on diserepancies between self-perceptions and the percep-
tions othiers have of us.

O
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HANDOUT #19:  NASA Exercise Answer Sheet

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers

package.
RATIONALE: CORRECT NUMBER:
No oxygen _15  Box of matches :
Cun live for some time without food 4 Food concentrate
For travel over rough terrain : 0 S0feet of nylon rope
Currying 8 Parachure silk
Lighted side of moon is hot 13 Portable heating un 1
Some use tor propulsion 11 Two .45 calibre pistols
Needs 1150 to work 12 One case dehydrated Pet milk
No air on moon . _1__ Two 100-Ib. tunks of oxygen
Needed for navigation 3 Stellur map (of moon’s
constellation)
Some value for shelter or carrying _ 9  Lileraft
Moon's magnetic fietd is different 14 Mugnetic Compass
from curth’s
You can't live long without this 2 S gdallons of water
No oxygen _10__ Signal Nares
First aid kit might be needed but __ 7 First uid kit containing
needles are useless injection necdles
Communication 3 Solar-powered FM receiver-
transmitter

ERIC a0
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HANDOUT #20:  NASA Exercise Direction Shect for Scoring

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

The workshop leaders will assume the responsibility for directing the seoving.
and will follow directions 3-6 below. Individuals will score items following
directions 1-2 below.,

1. Score the net difierence between their anewers aod correct auswers,
For example. it the answer was 9, and the correct answer was 12, the
net difference is 3. Thiree becomies the score tor that particular item.

2. Total these scores for an individoal score.

v
b

Next, total alt individual scores and divide by the number ol partici-
pants to arrive at an average individual seore,

4. Score the net difference between group worksheet answers ind the
Corred! answers.

5. Total these scares for a group score.

0. Compare the wverage individual score with the group score.

RATINGS:

020 Excellent
20-30  Goud
3040  Average
40-50  Fair

over 50 Poor

O
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SOCIAL ORGANIZATION

Step 8e:

Allow:

Materials:

How to Proceed:

42

NASA SIMULATION (PART V)
105 minutes (total time for Steps 8a-¢)

questions from Special Procedures Section
(pp. 22-24).

The group is to discuss the scores.
rankings. and their interpreiation.



Instructions to Participants:

(Use discussion questions in the Special Procedures Section.)

Objectives(for Steps 8a-c):
To compare the results of individual and group decision-making.

To consider factors which influence our judgment of in tellectual
capability.

To consider factors which influence our judgment of effeciive
group membership.

To reflect on discrepuncies between self-perceptions and the percep-
tions others have of us.

O
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FEEDBACK

It has been found in practice that personal reflection time is needed following
the NASA simulation. For this reason, no specific feedback questions are
suggested here. Workshop leaders should, however, be alert to individual and
group reactions to the exercise and might ask for feedback at a later date.
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RATIONALE

The concepts of natural selection and adaptation have been difficult topics
for ¢hildren to grasp. Yet awareness of these concepts and of their effect upon
a species is a key to undersianding the species itself. The material in this
module is not designed to be thorough. complete. or scholarly. but rather to
provide a first introduction to the complexity of these forces.

OBJECTIVES

To arquaint students with a key recurring theme of Man: A Course of Study
(MACOS).

To demonstrate the abstractness and complexity of natural selecticn and
adaptation.

To provide a base for the spiral development of these concepts in the year-
long MACOS instructional program.

ERIC .
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TO PREPARE FOR THIS MODULE
READ Handout #21 (pp. 8.9).
PREPARE this handout for distribution antong participants.

HAVE on ha:d for distribution copies of MACOS booklets Natural Selection
and Animal Adaptation.

CUT UP 10 sheets of construction paper, each a differént color, into ten equal-
sized pieces, a total of 100. These are the ““critters.” Hide them throughout
the room before participants arrive.

PREPARE 1 tally sheet organized by *‘critter™ color.




NATURAL SELECTION
AND ADAPTATION

Step 1:

Allow:

Materials:

How to Proceed:

INTRODUCTION
PROBLEM-SOLVING: ADAPTATION
AND NATURAL SELECTION

15-20 minutes

Handout =21 (pp. 8-9)
MACOS booklets:  Narural Selection
Animal Adapration

Divide the group into pairs. Distribute
the handout and booklets. Dyads are to
solve the problems about the Clurgs,
using data in the booklets. Rationale for
the drawing should be based on the
forces of natural selection and adaptation.



histructions to Participants (in your own words):

Each dyad is 10 show its picture of the forest Clurg to the rest of
the class and explain its data-ba.ed rationale for the Clurg’s

appearance.

(Similar procedures may be used for other questions on problem
sheets if time. interest. and learners’ outcomes permit.)

Objectives:
To introduce the concepts of adaptation and natural selection.

ERIC
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HANDOUT =21:  The Importance of Variation

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

Varieties ol the same species of animal may be found in two quite different
enviropments as a res:it of geologic changes. Although of the same species,
these organisims exhibit different characteristics developed over a considerable
time span. Some differences in characteristics have allowed tndividual mem-
bers of the species to live and reproduce more successfully in the environment.
Those organisms lacking these characteristics have greal difficulty in both
surviving and reproducing in the same environment This is commonly called
natural selection,

On this page you will read about the Clurgs, an imaginary animal species
that had members living in two different environments.

This plains-dwelling zanimal is 2 member of the Ciurg species. Other members
of the species live in the forest. The plains-dwelling Clurgs live in groups of
four or five, males and females together. During a day, they roam over the
meadow, nibbling on clever and Jaisy roots. At night they sleep in burrows.
They have excellent eyesight and good claws for burrowing. They run
quickly.

The females have two or three offspring at a time. Soun aficr they are born,
little plains-dwelling Clurgs must be able to run along with the adults or they
are left behind.



The forest-dwelling Clurgs are members of the same species but they have
some characteristics that are different from the plains-dwelling Clurgs. Make
up characteristics of the forest-dwelling Clurgs. Sketch one or more in the
picture above,

Describe how their physical characteristics would mak - ie behaviors of the
forest-dwelling Clurgs different from the behaviors of . olains-dwelling
Clurgs.

Where do they spend the day and night? What do they eat”? How do
they avoid predators? What are the little Clurgs like when they are
born?

Suppose there was a sudden flood that lasted several weeks. Could any of the
Clurgs survive? If so, v*.at characteristics would they have?

How has natural selection affected the Clurg species?

Have all of the members been killed and the species become extinct?
Or, if some members have survived, what characteristics will they
pass on to their offspring? What characteristics have disappeared?




NATURAL SELECTION
AND ADAPTATION

Step 2:

Allow:

Maierials:

How to Proceed:

e v

“"HUNTING THE CRITTERS™:
THE HUNT

10 minutes (more if this occurs during
coftee break)

the 100 “critiers™ hidden throughout the
room

Participants hunt the “critters.” trying to
find as many as possible. Hold one sample
“critter’” up to show them what it looks
like, but do not divalge the number of
“critters” or the number of colors.



Instructions to Participants (in your own words):

In this room (or whatever the locale is) there are a number of
“eritters.” Find and retrieve as many as you can.

Objectives:

To illustrate through a simulation some of the forces of adaptation
and natural selection.

o
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NATURAL SELECTION
AND ADAPTATION

Step 3:

Allow:

Materials:

How to Proceed:

12

“HUNT.NG THE CRITTERS™:
TALLY

3-5 minutes

prepared tally sheet, organized by color

Ask each participant to tell how many of
each color “critter’ he has found. Tally
on prepared sheet. Develop a data-based
chart for Step 4.



Instructions to Participants (in your own words):
Record the number of “critters™ you retrieved in the appropriate
color column on the chart.

Objectives:
To illustrate through a simulation some of the forces of adaptation
and natural selection.

o

ERIC 13
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NATURAL SELECTION
AND ADAPTATION

Step 4:

Allow:

Materials:

How to Proceed:

14

“HUNTING THE CRITTERS™":
INFERENCES AND IMPLICATIONS

10 minutes

completed tally chart

Inform participants that ten “critters” of
each color were hidden. Draw irzicrences
and hypotheses from the data chart by
posing questions (see instructions to
participants).



Instructions to Participants (in your own words):

What effect did this hunting episode have on the “‘critter’ species?
In terms of number? Color? Future generations? Present generation?
The species in general?

What if only one of a color survives? If it is a male? If it is a female?

Objectives:

To illustrate through a simulation some of the forces of adaptation
and natural selection.

O
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RATIONALE

A recurring theme in Man: A Course of Study (MACOS) is the concept of
structure and function. As defined by MACOS, structure is both innate and
external. External structures are seen as technological attempts by species
to extend their capacities for control of the environment.

This module provides a re-examination of the definition of a tool, in the hope
of overriding contemporary man’s popular notion of one tool for one function.
The activities here point up man's unique ability to sclve problems through
observing, designing, and applying tools to multiple uses.

A further extension of the concept of stiucture is related to a consideration
of social technology—in other words, the interrelationship of group structures,
the functions and roles of group members, and how such functions and roles
are determined.

OBIJECTIVES

To provide a new way of looking at ““tools™and technology.

To develop, utilize, and refine observational skills, taking a new look at
familiar objects or feeling comfortable with something new or
unconventional, utilizing problem-soniving skills and techniques.

To involve members, in groups, in performing an assigned task for which
there is no one right way or right answer.

To encourage members to analyze the structure of their group, the functions
and roles of group members, and the process by which these functions and
roles were determined.

O
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TO PREPARE FOR THIS MODULE

READ Handout #22 {(p. 36)and #23 (p. 37).

PREPAREL these hundouts for distribution among participants.

READ MACOS Teacher Guide. Book 4, Lesson G and Book 6. Section I,
Lesson A,

HAVE on hand for distribution copies of MACOS bouoklets Strwcture and
Function, Antler and Fang, and Stalking the Paper Clip.

ASSEMBLE the following materials:

wire clothes hanger

junk bags filled with unrecognizable and/or unidentifiable items (6-8 per group).
odds and ends from attic, garage, basement

paper clips of assorted sizes and shapes

miscellaneous materials for use in hiding paper clips

pencil

paper

paper streamers

string

Styrofoam shapes

construction paper

pipe cleaners

balloons

crayons

magic markers

other art supplies




STRUCTURE

AND
FUNCTION

Step 1:

Allow:

Materials:

How to P’roceed:

INTRODUCTION
USES OF A CLOTHES HANGER

5 minutes

a wire clothes hanger

Show the hanger to the group and discuss
its possible uses, other than the obvious
ones. L2t this discussion lead to alteration
of the hanger for performing other
functions.



Instructions to Participants (in your own words):

What might this clothes hanger be used fe in its original form? How
might it be altered? How dues the new structure alter the function?

Objectives:

To introduce the idea that function is determined by structure, or
that function follows structure; and that structure may be altered
to provide a necessary function.

ERIC 7
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STRUCTURE

AND
FUNCTION

Step 2:
Allow:

Materials:

How to Proceed:

JUNK BAG EXERCISE

8-10 minutes

junk bag collection of odds and ends
(6-8 items per group), unrecognizable
and/or unidentifiable

Divide participants into groups. Without
announcement or comment, dump the
items from the junk bag onto a table.
Allow participants to examine each item.



Instructions to Participants (in your own words):

Examine and study each item. List the functions that the structure
of each item makes possible.

Objectives:

To use process skills in problem-solving where the end is
unknown.




STRUCTURE
AND
FUNCTION

Step 3:

Allow:

Materials:

How to Proceed:

JUDGMENT OF ITEMS
EVALUATION IN TERMS
OF USEFULNESS

10 minutes

junk bag items

Have participants make judgments about
which of the junk bag items are most
likely to be kept for a long period and
state reasons for the choice. Similarly,
they should determine which are less
likely to be kept and why.



Instructions to Participants (in your own words):

Which items would you keep around? Why? Which would you
discard? Why?

Objectives:
To establish criteria as the basis for decision-making.




STRUCTURE
AND
FUNCTION

Step 4:
Allow:

Materials:

How to Proceed:

SHARING CHOICES

15 minutes

one item chosen by each group

Have each group in turn place its choice
on the overhead projector. Choice and
criteria are explained to all. The group
defends its chosen item against comments
and criticisms.



Instructions to Participants (in your own words):

Will the leader of each gioup in turn place the group's choice on
the projector and explain to the class why his group chose the item
it did. Any questions, comments, criticisms?

Objectives:

To reinforce and extend social interaction skills.

13



STRUCTURE

AND

FUNCTION

Step 5: STRUCTURE AND FUNCTION
(BOOKLET)
THE RELATIONSHIP OF STRUCTURE
AND FUNCTION ILLUSTRATED

Allow: 8-10 minutes

Materials: MACOS booklet Structure ar:d Function

How to Proceed: Distribute booklet to participants. Have

them read it.

14




Instructions to Participants (in your own words):
Read the booklet.

Objectives:
To reinforce the course cbncept of structure and function.
To introduce the recurrent theme of tool-making.'

O
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STRUCTURE

AND

FUNCTION

Step 6: DISCUSSION AND REVIEW

Allow: 15 minutes

Malterials: MACOS booklet Structure and Funcrion
MACOS Teacher Guide, Book 4, Lesson G

How to Proceed: Together, have participants review the

booklet and the total concept of structure
and function.




Instructions to Participants:

(Use the key questions in MACOS Teacher Guide, Book 4, Lesson
G, to start discussion.)

Objectives:

To reinforce and extend social interaction skills.

To reinforce the course concept of structure and function.
To introduce the recurrent theme of tool-making.

Q.
| 1
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STRUCTURE
AND
FUNCTION
Step 7:

Allow:

Materials:

How to Proceed:

ERIC b

DEFINITION OF A TOOL
PROGRAMMATIC USES OF
TOOLS BY MAN

2-3 minutes

MACOS, Teacher Guide, Book 6, Section
II, Lesson A

See MACOS Teacher Guide for informa-
tion and presentation.



Instructions to Participants (in your own words):

(See MACOS Teacher Guide.)

Objectives:

To establish a different frame of reference for the concept of tools
and the ways in which man and animals use them.

o
0
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STRUCTURE

AND

FUNCTION

Step 8: INTRODUCION OF HUNTING
STRATEGY
PROGRAM FOK HUNTING

Allow: 2-3 minutes

Matertals: MACOS. Teacher Guide. Book 6. Section
II. Lesson A

How to Proceed: Draw out steps in hunting prey—a

sequential program for the hunt.

e =




Instructions to Participants (in your own words):
(See MACOS Teacher Guide.)

Objectives:
To establish a strategy for group action.

21



STRUCTURE

AND
FUNCTION

Step 9:
Allow:

Materials:

How to Proceed:

22

ANTLER AND FANG (BOOKLET)

8-10 minutes

MACOS booklet Antier and Fang

Distribute booklet among participants
and have them read it.



Instructions to Participants (in your own words):

Read the booklet with this question in mind: What problems face
a predator in hunting caribou?

Objectives:
To illustrate problerus facing an animal in hunting its prey.

To establish a base for contrast and comparison to man.

Q
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STRUCTURE

AND
FUNCTION

Step 10: STALKENG THE PAPER CLIP
(THE HUNT)

Allow: 15-20 minutes

Materials: MACOS booklet Sralking the Paper Clip.
distributed among participants
MACOS. Teacher Guide. Book 6
paper ciips of assorted sizes and shapes
any other materials found in room

How to Proceed: Hide paper clips throughout the environ-
ment (the classroom). Establish ground
rules ard setting. Use the four-step pro-
gram for hunting: (1) find, (2) approach,
{33 kill. (4) retricve and use.

Do not give participants any further
assistance. Enforce the ground rules. Do
not suggest a strategy.

Divide participants into groups.

ERIC 24




Instructions to Participants (in your own words):
(Sec Teacher Guide for ground rules.)

Follow the four-step program for hunting.
Begin the hunt!

Objectives:

To reinforce direction-following, problem-solving, tool-making,
group decision-making.

o

ERIC

Aruitoxt provided by Eic:
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STRUCTURE

AND

FUNCTION

Step 11: USES OF CAPTURED PAPER CLIPS
REINFORCING STRUCTURE AND
FUNCTION

Allow: 20 minutes

Materials: “captured” paper clips
pencil
paper

How to Proceed: Have groups make a tally of “‘captured™

paper clips. Who got the most? Speculate
on the reasons for success or failure in
hunting. The workshop leader should
relate the speculations to the strategy
employed.

Evaluate strategies.

Groups should determine uses for
captured paper clips. Each group is to
determine several different uses for the
clips. These are recorded. The workshop
leader should be alert to unusual uses,
and reinforce creativity in structure and
function.

ERIC 25




instructions to Participants (in vour own words):

Night just fell. so the hunt is over. Stop hunting and cach group
count your “captives.” Which group got the mosi paper clips?
Make a list of uses for the “captured’ paper clips.

Objectives:
To reinforce two key MACOS concepts: structure and function,

and tools.

O
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STRUCTURE

AND
FUNCTION
Step 12: TOWER-BUILDING EXERCISE:
DIRECTIONS
Allow: 3 minutes
Materials: paper streamers
string
styrofoam shapes
construction paper
pipe cleaners
balloons
crayons
magic markers
other art supplies
How to Proceed: (see Instructions to Participants, p.29)

28



Instructions to Participants (in your own words):

Divide into work groups &f about equal size. Each group will
receive a box of identical materials. Each group should:

(a) use only materials in the boxes;

(L) use some of each material in the box:

(¢} build their tower in the same room;

(d) use anything in the roonz is a support.
The towers will be judged on aesthetic criteria.

(See Special Procedures Sectinn, p. 30).

Objectives:

To participate in a group, and then to analyze the structure of the

group, the functions or roles played by each member, and the
process by which these functions and roles are determined.

ERIC

Aruitoxt provided by Eic:
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SPECIAL PROCEDURES FOR STEP 12

CRITERIA FOR JUDGING TOWERS
1. Were materials cleverly used?
2. How was space utilized?
3. How independent of oth:r groups was this group activity?
4. What is the “movement " of the structure?
5. Do materials harmonize to express a theme?
6. Is it eye-catching?
7. Does it have beauty?
8. ls it a dramatic effort?

9. Would you have it in your home”

O
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STRUCTURE

AND
FUNCTION

Step 13: |
Allow:

Materials:

Hdw to Proceed:

TOWER CONSTRUCTION

45 minutes

paper streamers
string

styrofoam shapes
construction paper
pipe cleaners
balloons

crayons

magic markers
other art supplies

Have groups begin construction of their
towers.



Instructions to Participants (in your own words):

None

Objectives:

To participate in a group, and then to analyze the structure of the
group, the functions or roles played by each member, and the
process by which these functions and roles are determined.

33




STRUCTURE

ANDC
FUNC1ION

Step 14: PERSONAL REFLECTION AND
OPTIONAL RATING

Allow: 25 minutes
Materials: Handouts #22 (p. 36) and #23 (p. 37)
How to Proceed: individuals who desire to be rated on the

optional rating sheet request members of
their work group to complete a rating
sheet for them, placing the name of the
individual being rated at the top of the
sheet. Workshop leaders must be alert to
possible consequences for individuals who
request ratings.

34




Instructions to Participants (in your own words):

Each of the participants is to complete the individual reflection
sheet. The rating sheet is optional.

Objectives:

To participate in a group. and then to analyze the structure of tie
group. the functions or roles played by each niember. and the
process by which these functions and roles are determined.

El{l)C 35
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HANDOUT =22:  Individual Reflection Sheet

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

l. Idenufy the role or roles played by eqch person for example.
bulders. material handlers, planners.

2. How were these roles determined? Did roles change and, it so. why?
3. Did your role in the group change as a result of a change in the task?
4. Rate on the fullowing scale your group’s degree of competition/
cooperation,
| 7 3 4 5 0
cooperation competition
S, Did the tuct you all built in the same room. increase or decicase

competition?

6. Would you say your behavior reflected more a concemn tor task o
a concern for people?

7. Do you feel you and/or your group utilized communication skills?
Which specific skills?

Me Group

O
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HANDOUT =23:  Optional Ruting Sheet

NOTE: This handout, in form suitable for
reproduction. will be found in the Hindouts
section of the Process Education for Teachers
package.

It you desire. check your pensonal effectiveness (1= low. 6= high)
by checking others™ perceptions of’: '

d. 1 2 3 <4 s G
your ability o listen.,

b. i 2 3 4 5 0
tendency to build on ideas of others.

C. I 2 3 4 S o
willingness to be influenced.

d. 1 2 3 4 s 6
tendency 1o take over group.

e, ] 2 3 4

§ 6
reactions to opinions opposed to yours.
f. 1 2 3 4 S o

your reactions to comments about your behavior in a group.

O
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STRUCTURE
AND

FUNCTION
Step 15:

Allow:

Materials:

How to Proceed:

REPORT OF JUDGES AND
GROUP DISCUSSION

25 minutes

None

Judges are instructed to reveal their
criteria and each group’s rating on the
Cril;(l)’l)a-(See Special Procedures Section,
p. 30).

See Discussion Questions (p. 40) for
specific questions for group discussion.



Instructions to Participants (in your own words):

None

Objectives:

To participate in a group, and then to analyze the structure of the
group. the functions or roles played by each member, and the
process by which these functions and roles are determined.

39




DISCUSSION QUESTIONS
1. Did you immediately begin the task or did you plan first?

2. Were roles diversified in your group--planner, materials handler, builder?
How were they determined? Did they change? Why?

3. Were you aware of competing (1) within your group: (2) among the
groups”’

4. Which role in the construction project did you most enjoy? Planner,
materials handler, builder? Why?

5. Were you aware of particular individuals who:

(a) initiated the activity : helped the group to get started?

(b) were secking information clarification, additional information?
(¢) were seeking opinion; what the group was feeling”?

(d)  were giving information; offering facts?

(e) were giving opinion; expressing what they thought?

{f) were ¢elaborating: offering further clarification?

(g) were coordinating: showing refationships among ideas?

(h)  were summarizing; pulling together?

(i)  were testing workability: making application to the situation?

6. Were you aware of individuals who were:

(a) encouraging?

(b) expressing group feelings?
(¢} harmonizing?

(d) compromising?

(e} setting standards?

El{l\C 40

Aruitoxt provided by Eic:



ED 084256

ERIC

Aruitoxt provided by Eic:

PROCESS EDUCATION FOR TEACHERS

MODULE 9

US DEPARTMENT OF HEALTH
EDUCAYION!WELFARE
NATIONAL INSTITUTE OF

EDUCATION

TS DOCURENT HAS BEEN REPRD
DUCED ExacT v ay RECEIVED + kOm
THE PERSON OR ORGANIZATION Ok Gik
ATING T POINTY Of VIEWA OR OGP NGNS
STATED DO NGO NECESSAR, v REPRE
SENT O bagia, NATIONAL INST T TE OfF
EDUCATION Brgir ON OR pPDy I(Yl

FORCE-FIELD
ANALYSIS

Margaret Berra
Ralph Hallberg
Johr Herlihy
Florence Moody
John Youngers

PERM LN TG HERPRDDUCE  THIS COPY
HGHTEL MATFRIAL At BEEN GRANTED

%‘H@f‘i__ f

T, TRIC AND ORGANIZATIONS OPERATING
INDEFR AGREEMINTS WITH THE NATIONAL (N
SHTUTE OF EDUCATION FURTHER REPRO-
QUCTION OUTSIDE THE ERIC SYSTEM RE
DUIREY, PERMISSION OF  THE COFRYRIGHT
OWNER

© EASTERN REGIONAL INSTITUTE FOR EDUCATION, 1970



CREDITS AND ACKNOWLEDGMENTS
for materials used in conjunction
with this module

Northwest Regional Educational Laboratory (Portland, Ore.), “The Force
Field Diagnostic Technique.” ** A Case Study of the Research Using Problem
Solving Process,” from Research Utilizing Problem Solving package




CONTENTS

Rationale
Objectives

To Prepare for This Module

THEMODULLE
Step 1: Theory Input on Force-Field Analysis
Step 2: Discussion Period
Step 3: Group-Generated Force-Field Analysis
Step 4: Theory Input on Force-Field /_'\nulysis Refinement
Step 5: Group-Generated Rating and Ranking
Step 6: Theory Input on Utilizing Force-Field Analysis
Step 7: Individual Foree-Field Analy sis
Feedback

Page



O

ERIC

Aruitoxt provided by Eic:

RATIONALE

This module was designed to introduce force-field analysis as a diagnostic tool
for decision-making in social science problem situations. In order to illustrate
the practical application of this technique, and to provide practice in force-
field analysis, the design of the module requires participants to generate data
about two potential problem situations: (1) installation of a new curriculum
(MACOS) and (2) participation in the workshop.

OBJECTIVES

To introduce force-field analysis as a diagnostic tool for decision-making.

To illustrate practical applications of this technique, using the workshop
situation and Man: A Course of Study (MACOS) content and installation as
vehicles.



TO PREPARE FOR THIS MODULE

READ the Special Procedures Section (pp. 18, 36).

READ Handouts #24 (pp. 8-12), #25 (pp. 22-27), and #26 (p. 32).
PREPARE these handouts for distribution to participants.

ASSEMBLE these materials:
pencils
chart paper
magic markers
tape




FORCE-FIELD ANALYSIS

Step !: THEORY INPUT ON
FORCE-FIELD ANALYSIS

Allow: 20 minutes

Materials: Handout =24 (pp.8-12)
pencils

How to Proceed: Distribute handout and pencils to
participants.




Instructions to Participants (in your own words):
Read the input on force-field analysis and complete the foree field
for the included problem statement.,

Objectives:

To become aware of the principies and techniques of fo- “e-field
analysis and to do a partial analysis.

o
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HANDOUT #24:  The Force Field Diagnostic T2chnique

NOTE: This handout, in form suitable for
repreduction, will be found in the Handouts
section of the Process Education for Teachers
package.

A problem situation exists when there is a difference between the way
things are and the way someone wants taem to be. Kurt Lewin berrowed a
technigue from the physical sciences and oftered it as a way to understand
social science problem situations. bt is called the force field diagnostic tech-
nique. The idea is that any social/psychological situation is the way it is at anv
given moment bueause se:s of counter balancing forces ure keeping it that way.

For example. let’s look at the amount of money Tam apt to earn next
week. Let's say it is apt to be about $200.00. There are factors, or forces. in
my life that might cause me to carn more thaa that. Phave some debts that
P'd like to pay off. My wife wants 1 new dress. | have some skills for making
extra money as an entertainer and as a consultant on teacher education. On
the other hand. there are fuices against my earning mare than $200.00 next
week. 'l have little time or energy next week beyond the 50 hours demanded
by my job and the time I promised to spend with my kids.

In the force field diagnostic technique, you start by writing a problem
statement at the top of a page and drawing a line down the middle of the page.
The line down the middle represents the way things are now. Draw a dotted
line down the right hand side of the page which represents how you would
like things to be. For example, supposing I wanted to earn $250.00 next week
instead of my usual $200.00. | would begin to write out my foree field dia-
gram as follows.

8



Problem Statement: 1 am causing myse!f a problem in that | want to
change my eaming goal for next weei from $200.00

to $250.00.
Now Goal
Forces for my goal - }e Forces against my goal #

% L5
S N
(=) I ?
2 i
% l =

£
E
7~ ' =

Next [ would write down alf of the important forces I can think of that
could help pusl: me toward achieving my goal, | write these on the left side
of the diagram with an arrow from each pointing in the direction of my goal.
I write down forces pushing against movement toward my goal on the right
side of the center line.

making extra money

Now Goal
Forces for my goal > 1< Forces against my goal +
' |
I'dlike to pay off ~——e | @=—= 50hours demanded by my job I’“
some debts he! ( 9
8 13
My wife wants a new ~——— |2 @=— time promised to my kids | 2
dress = | a3
£ <
: S | &
1 have skills for e IZT

El{l\C | 9
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HANDOUT #24:  (cont.)

Nuw you try uan example. Suppose you accept a goal of losing five pounds
during the next two weeks. Write out a force field below for this goal. Write
out a problem statemenit, the forces for and the forces against. Then go to the
next page of this handout,

Problem Statement:

Now Goal

Forces for - > § - Forces ugainst +

O
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Your force field on losing five pounds during the next two weeks should
look something like the following illustration.

Problem Statement:

You set a goal for me of my losing five pounds duirng
the next two weeks,

Now

=

) o—

Goal
Forces against

Forces for

I tend to be a light
eater

I want to save some
money

We are visiting my
mother-in-law this
weekend and [ don’t
like her cooking

(Aepo1 spunod ; ySiam |)

I'm presently about three- pounds
under weight

I don’t want to accept tliis goal

My mother-in-law will be unhappy
if | don’t eat well while visiting her

Of course, the forces you wrote dowr. are apt to differ from the onesin
this illustration. The important thing is that you understand the technique.
Here are some guidelines to help make the force field diagnostic technique

a powerful one.

— — S S — ————_———_—_—*—
(mou wosj syaam oml spunod ; Fam [[im |)

1. Be as specific as péssihle in the way you write each force. Don’t write
things like, “‘poor communication.” Write, *““Sally and Martha don’t tell
each other their reasons for using different instructional materials.”

ERIC

Aruitoxt provided by Eic:
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HANDOUT #24:  (cont.)

o
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Forces are stated most helpfully when written in such a way that some-
one clse reading one would know who to go to and what to ask in order
to get a fuller understanding of what is involved in that force,

. Try to state discrete forces rather than global ones. A force can often

be broken down into further sub-parts. For example, a foree such as,

*I find it hard to lose weight,” might break down to three more dis-
crete forees as follows. *'1 get a headache when [ skip a meal.” “*My wife
often serves rich desserts.” “Television ads get me thinking ubout eating
in the evening.” Sometimes, you can think of ways to break down a
force into more discrete subparts by considering the forces for and
against changing a force that you are considering!

. Thinking about categorices of forces can help you think of ones you

might otherwise overlook. Consider categories of forces in: yourself—
*I get a headache when [ skip a meal.” other individuals—“My wife
often serves rich deserts.” groups—*We often share materials in our
department.” or organizations—"The district gives salury credit for
this training.” society —"Television ads get me thinking about eating.”



FORCE-FIELD ANALYSIS

Step 2: DISCUSSION PERIOD
Allow: 10 minutes
Materials: partial analvsis done in Step |
!
How to Proceed: Participants are encouraged to share the

partial analysis they did in Step 1.




Instructions to Participants (in your own words):

Share and talk about vour partial analysis.

Objectives:
To share insights about force-field analysis.

o
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FORCE-FIELD ANALYSIS

Step 3: GROUP-GENERATED FORCE-FIELD
ANALYSIS ON “"FORCES FOR AND
AGAINST INTRODUCING A NEW
CURRICULUM (MACOS)™

Allow: 30 minutes
Materials: chart paper
magic markers
tape
How to Proceed: Brainstorming—no evaluation!

This force-field analysis should be viewed
by workshop leaders as a diagnostic tool

which reveals participants’ feelings aboui
their skills.

16



Instructions to Participants (in vour own words):

Identify the forces operating for and against installation of a new
curriculum. Thea identify the source of cach force: (1) self. (’i
other, (3) organizations. (4) socicty. (See Special Procedures, P.

Objectives:

To practice doing a force-field analysis and refine it by identifying
the source of each force.

O
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SPECIAL PROCEDURES I'OR STEP 3

Identifving ihe Problent: Whae is causing it and who is aftected by it; What
specific goals would need to be attained in order for it to be resolved? What
kind of a problem is it? For example:

SELF: Conflict of values and attitudes; my lack of
skills: my inability to express feelings:a
different perception.

OTHER: Lack of understanding or skills; unwillingness
to use his resources; conflict about values and
attitudes.

ORGANIZATIONS: Lack of communication channels, scheduled

time and resources: unclarity about nieanber-
ship roles and norms: power conflicts in
decision-making; fack of support for innovaiion.

SOCIETY: Conflict between community and school values:
lack of clarity about goals: other structures in
contlict with school structures.

O
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FORCE-FIELD ANALYSIS

Step 4:

Allow:

Materials:

How to Proceed:

THEORY INPUT ON FORCE-FIELD

ANALYSIS REFINEMENT RATING.
RANKING

15 minutes

Handout #25 (pp. 22-27)

Distribute handout among participants.



Instructions to Participants (in your own words):

Read the handout, noting particularly the way in which forces are
ranked and rated.

Objectives:
To becom: aware of additional principles and techniques—rating
and ranking.

o
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HANDOUT =25:  Force Field Technique for Diagnosing a Problem

NOTE. This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

To use this technique, one must first srate a problem in terms of a clear
goal. An example will be used to illustrate the techinigue. Mr. Smith is a
youth worker who states his problem as follows:

Axan adult working with a group of youth, 'm concerned about
developing interdependence between us. [ don’t want the youth in
our group to do things just becaase | suggest them. On the other
hand, I don’t want them to reject wdeas just because they come
Trom the adult. 1 have a goal for the group of becoming more open
and active 1 eniticizing what they see as helpful and nonhelptul in
my stggestions and of seeking my reactions to theirs.,

Moo Smuth now is ready to wiide out his first foree tield, He wakes a blank
sreet of paper and wrizex the general nature of the problem ar the top. He
then draws a honzontal line across the top. On the leltside of the line he
writes the words forees for interdependence. On the right side he writes forces
against interdependenee. Inihe ight marain of the paper he writes the goal
whieh he has specitied for hus problem, “opes and active criticism ol ideas
berween the group and me.” In the left margin of the paper he writes the
opposite of Tus goal. “na enticisim o ideas bevween the group and me.”

Now he draws a vertical Hine down the middle ot the page. This line
epresentys the wiy thigs ate ar the moment with regurd toropenness and
activeness of criticism herween him oo the group. Things are the way they
ate at the mement because there s a set of forees pushing trom the left
toward opanness and activeness ol cnnetsm, and an equal set of forees
pushimg from the right against openness and activeness, It the forces on the
lelt hecame stronger while those on the right stay the same or get weaker, the
[t skl move towara the right toward more oppennes and activeness. Mr.
Smith now must write out what he believes 1o be the important forees
operating in this situation.

22



Diagram | presents his first effore at writing out the foree tield.

DMAGRAM §

loree Tield Noo 1 - Interdependence Between the Group and Me

forces FOR forees AGAINSI
interdependence interdependeace
Opposite o {tGoal
of Goal "
youth want to try | . youthafraid their wdeas
their ideas — will look poor to others
No Criti- vouth want good ideas youth ueed to letting adalts [Open and
cisn of fram adults o tell them what to do Active
ldeas Criticism
Between cf fdeas
Us adults want youth to i youth atraid to criticize Between
question and criticize aduit openly Us
adult frequently judgmental
in hiv criticisms

Mr. Smiith wasn "t very satistied with his first effort to draw the
{orce ficld. He suspected there were additional torees other than
the ones he had thought o During his next meeting with the
youth he raised the question of how people felt about discussing
cach other’s ideas. He asked specificaliy Tor their reactions (o
some of the ideas he had recently. suggested. He espedially asked
thean to share their reactions. They seemed reserved, however,
about giving them. One of them wold him privately fater, "We just
don’t talk about that with adults. T would have said some things,
but the vther kids would have thought | was being an apple
pulisher.”

Mr. Smith beheved he had learned two things from the discussion.
One was thai an additional “force for™ was Jo actively ask the
youth for their resctions Another was that there was some kind
of norm among the you.n about not talking to aduits in a way
that wouid be seen as “apple polishing.” This norm appeared to
be an important “force against.” He thought maybe that peer
leadership of the group was an imporiant “furee against” which
was aftecting the way this norm operated in the group.

In Diagram H Mr. Smith has added these three forces to the Torce
field.

El{lC 23
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HANDOUT =25 (cont)
DIAGRAM I

1oree |ield No. 2~ Interdependence Between the Group and Me

Oppuosite torces 1 OR forces AGAINST Goul
ol Goal interd-pendence interdependence
i
vouth want to try I A youth afraid their ideas

their ideas will fook poor to vthers

youth want pood ideas _youth used 1o letting adults

_Y from adults b el them what to do ll
N riti- [ n and

cism of Avtive

Ideus adudt wants youth to g A youth atrad 1o eriticize Criticism
- > | — .

Between question and criticize adult vpenty of Ideas

Us

Between
Uy

adult actively ashs o adult frequenily judgmental

tor y outh reactions i Ris criticisms

yvoutly have norm of not

-
talkemge wath adults

veer leaders support norm

"ol not talking with adulns

Mr. Smuth now did three additional things with his foree field.
First. he ranked all of the (orees in terms of how important he
thought they were in trying to change the situation. He put o
number 1 by that foree ficld which he believed would yield the
most movement toward the goal it it could be changed. He put a
2 by the foree that he thought sould result i the second greatest
amount of movement if changed, and so Yorth. Second, he razed
cach force in terms of Jrow casr he thought it wouald be for him to
bring about some chunge init. He gave each foree a rating of hard.
medinm or easy . Third, he weain rated cacht force, this time in
terms ol how clew he was about whether it restly was a force.
Was he just imagining it to be a force. or was it really operating?
He labeled cach foree as clear, partly clear, unclear.

Diagram 1 presents Mr. Smith’s force field at this point.

O
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Qpposite]

of Goal

DIAGRAM

loree ield No. 2 -

forces { OR
interdependence

tnterdependence Between the Group and Me

torees AGAINST

mterdependenee

]

No Criti-
cisit of

Ideas

Between
[N

(elear) €3) (easy)
youtl want to try

tmedium) (107 tunclear)
vouth afriad their ideas
-

their ideas

(partly clear) (6) (medium)
youth want good ideas

~will look poor to others

easy) (9) (clear)
__ youth used to letting adults

from aduits

(partly clear) (7) (casy)
adult wants youth to

tell them what to do

{medium) (8) (partly clear)
__ youth afraid to criticize

question and cnticize

(partly clear) (4) (medium)
adult actively asks

" adult openly

(hard) (5) (partly clear)
__ adult frequently judgmental

for y outh reactions

in his criticism

thard) (1) (partly elear)
_youth have norm of not
talking with adults

(medium]j (2) (unclear}
_peer leaders support norm
" of not talking with adults

Goal

v

Open and
Active
Criticism
of Ideas
Between
Us

Nou', Mr. Smith had a picture of what he thought was going on in
his problem situation. The most important thing thai stood out to
him was that he was not very clear about some of the forces which
he guessed to be important. He went back to the youth to get more
information about forces that were not clear. He go: this informa-
tion both through discussions and by using questionnaires. The
force which he had ranked as most important seemed so complex
to him that he wrote out o foree field diagram about it!

O
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HANDOUT #25:  (cont.)

This helped him identify further forees and questions he needed

1o discuss with the youth. Mr. Smith also began to consider ways
he could alter some of the forces. He put some of these aliernatives
into action. His efforts to zet information from the youth to deter-
mine the force ficlds turned out to be an action plan in itsetf which
proved helpful. Mr. Smith found the group changing in the direc-
tion of his goal.

At the end of several weeks. Mr. Smith found it helpful to look
back over his efforts. He could note the changes which had
occurred in his force field over time. He knew that his current
force field diagram was much more accurate than his first attempts
had been. It was based on careful data gathering. He hud gathered
some kinds of data several times so that he could see evaluatively
how some of the forces had changed in response to the action
efforts which he and the youth had worked out. Most exciting 1o
Mr. Smith was his discovery that he could share the foree field
technique with the youth, Now they were working together on
diagnosing gual situations, planning action for the group and
evaluating the reasons for success and failure,

SUMMARY

A puason applying the Toree field technigue in diagnosing a problem
andior deriving the most appropriate solution will have completed
the Tollowing process steps:

1. Identitied a problemy/goal

2. Stated a problem anplying all criteria

3. Listed torees for and qgainst in proper torm
. Rated 161ces in numerical scales

. Ranked furces in numerical scales

. Gathered data about problem

. Evaluated data and derived other forees, ete.

=2 I - Y I

. Derived and stated appropriate solution strategy

9. Evaluated solution effectiveness

26



SUMMARY FOR CRITERIA OF RANKING AND RATING

Ranking:
Importance is defined as significance. How important or
significant is a force in yielding the most movement toward
the goals?

Rating:

A.  Strength refers to resistance to change. How easy or hard
would it be to change that force? fs it hard. medium or casy?

B.  Clarity refers to evidence. What evidence is there that it is a
force? How clear is it that itis a force?

O
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FORCE-FIELD ANALYSIS

Steb 5:

Allow:

Materials:

How to Proceed:

GROUP-GENERATED RATING AND
RANKING OF “FORCES FOR AND
AGAINST INTRODUCING A NEW
CURRICULUM”

20 minutes -

force field generated in Step 3

(see instructions to participants)

T L,



Instructions to Participants (in your own words):

Rank each force for significance and rate each for resistance and
clarity.

Objectives:
To apply principles and techniques of rating and ranking.

o
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" FORCE-FIELD ANALYSIS

- Step 6: THEORY INPUT ON UTILIZING
FORCE-FIELD ANALYSIS

Allow: I 5 minutes

Materials: . Handout #26 (p. 32)

How to Proceed: Distribute handout among participants:




Instructions to Participants (in your own words):

Read the handout and talk about how force-field analysis can be
a tool to formulate a solution strategy.

Objectives:

To iatroduce force-field analysis as a diagnostic tool for decision-
mazking.

31
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HANDOUT #26:  Considering Action Implications ¢ ¢ Force Field Analysis

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

Considering Action Alternatives: As diagnostic work progresses. a range of
action alternatives should emerge. Each should be considered in relation to
knowledge of the forces operating in the problem situation. If one or some
combination of the alternatives is tried, what will happen 1o the forces pushing
toward or away from a particular goal? How will the forces operate 10 influence
the success or failure of a trial of a particular action alte rnative?

Trying Out an Action Plan: At some point, one or a combination of the
action alternatives will be attempted. As the atteinpt is made, information will
be needed 1o assess whether there is movement toward the goal. This includes
discovery of the forces which are changing to understand what is accounting
for movement, or the lack of it. Such assessment provides both an evaluation
of progress and a new diagnostic picture. It clarifies the next action steps
which need to be taken. It also may l(lenufy additional skills which may be
needed in order to move ahead.

Diffusion and Adaptation: Information gained from action experience in
dealing with a problem should be shared with others who face similar
problems. Inform:ation to be diffused should include: A clear, specific problem
statement; the forces involved in the probiem situation: a description of action
taken to change the forces: resudes of action including failures as well as

. successes; special problems that were encountered: and special skills that were

needed to carry out particular actions. These kinds of information make it
possible for persons in ancther setting to adapt clements of what was tried to
their own diagnoses of their particular problem situations. '

Continuous artention to diagnosis is the cornerstone of the action-research
steps of problem solving. Without complete, accurate diagnosis, problems
tend to multiply. Fads are accepted which don’t really fit the jocal situations
where they are applied. Potentially good solutions are abandoned without
realizing the slight changes which are needed to make them work. Decisions
are made on the basis of peoples’ ability to argue or on the status of positions
which they hold rather than on the true facts of the situation. Helpful
innovations are rediscovered and die repeatedly without being effectively
shared as people don’t know what to tell or what to ask.

’
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FORCE-FIELD ANALYSIS

Step 7:

Allow:

Materials:

How to Proceed:

INDIVIDUAL FFORCE-FIELD
ANALYSIS OF “FORCES FOR AND
AGAINST MY PARTICIPATION IN
THIS WORKSHOP™”

Y

indefinite length of time (participants
will begin this force field now and
complete it on their own)

paper
pencils

Refer to Special Procedures Section (p. 36)



Instructions to Participants (in your own words):

Begin this force field, then complete it on your own. It may be
referred to, and revised, throughout the workshop.

Objectives:

To provide.skill practice in analyzing factors that influence work-
shop participation, through the use of force-fieid analysis.

35




SPECIAL PROCEDURES FOR STEP 7

Iudividual Force Field:

Workshop leaders should note tiiat timing can
be a critical factor in determining the effective
utilization of furce-field analysis. 11 is a tech-
nique tiiat requires practice and time for indi-
vidual reflection. Therefore, workshop leaders
may choose to introduce the technique with the
Expectations Module (2) and allow time
throughout the workshop to practice using this
techiique on a variety of topics.



- FEEDBACK
NOTE: These are sample questions, designed to elicit feedback from
participants. Feedback questions in other modules may also be adapted
to this one. '

I. Rate your understanding of how to do a force-field analysis.

1 2 3 4 5 6

do not completely

understand understands
all aspects

Explain your rating.

2. Rate the prebability of your using this technique as a classroom diagnostic

procedure. R
t 2 3 4 5 6

certain | ‘ certain

will not use it : I will use it

Why?

Why not?

3. How relevant do you feel that this technique is for analyzing personal
problems?

1 2 3 4 5 6
not extremely
atall - : relevant
relevant
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RATIONALE

Bsasic to the education of a self-directed tearner in a rapidly changing environ-
ment is the understanding that cach individual’s value system determines the
way he sees reality. In order 1o develop understanding. that vatue systen must
be dynamic. Adaptive weachers can help learners to ask guestions, seck answers,
and hecome more explicit about their values and more analytical about the
relationship between values and behavior,

This module wis designed to (1) develop an awareness of disiinctions basic to
value inquiry . such as description. inference, and value judgment, and to pive
prictice in making such distinctions: (2) provide practice in identifyiag values
and increasing awareness of the refationship between values and behavior: (3)
make explicait the role of the teacher in conducting a value inquiry by provi-
ding an instructional model: and (4) provide opportunity to plan a value
inquiry using Man: A Course of Study (MACOS) as a vehicle.

in this niodule, puarticipants are placed in a position where they must see
other pes ple (culture) as these people see themselves, and not as we
(twenticth century) think we see thea. A need for a cross-cultural pesspective
is thus established. accompanied by a reduction in ethnocentrism,

OBJECTIVES

To make explicit the role of the teacher in conducting & value inquiry.
To provide an initial experience in planning a value inquiry .

To sce the role and place of world view in Netsilik culture in order to
understand what makes nian human-—a basic theme of MACOS.

To develop understanding and acceptance, in the social-psychological sense,
of value systems different from one’s own.



E

TO PREPARE FOR THIS MODULE

PREVIEW films: “Fishing at the Stone Weir,” “Legend of the Raven”
(optional). “The Paper Drive,” "Old Kigtak.”

SET UP projector and make sure it is functioning properly.

PREVIEW record: “Words Rise Up.”

SET L'P record player and make soie it is functioning properly.

READ MACOS, Teacher Guide. Book 7-World View,” in Talks to Teachers:
“Teaching of World View,” in Seminars for Teachers: Saongs and Stories,

Journey to the Arctic, True Play.
HAVLE on hand for distribution copies of the two MACOS booklets,

READ Handouts ## 27, 28, 29.
PREPARE these handouts for distribution to participants.

ASSEMBLE these materials:

paper
pencils

For further information about conducting a value inquiry (Steps 9-14), sce:
Ronald Lippitt, Robert Fox, et al., The Teacher's Role in Social Seience
Investigation (Chicago: Science Research Associates, 1909) pp. 21-38: and
F.R. Shaftel and G. Shaftel, Role Playing for Social Values (Englewood
Cliffs, N.J.; Prentice-Hal!, Inc., 1969).

If you wish, tape-tecord the story **Old Kigtak,” from Sor.gs and Stories,
p. 43. (Sec Step 15.)

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH

VALUE INQUIRY

Step 1: CREATION OF MYTHOLOGY
WRITING ORIGIN MYTHS

Allow: 30 minutes, (no more than 2 minutes
for introduction)

Materials: paper
pencils
How to Proceed: Participants are to break into groups,

each group making up its own creation
my th, as original as possible. Encourage
maximum creativity through diversity—
not by copying or repeating the standard.
Use such illustrations as ““The Loon’s
Necklace,” **Cinderella,” ““Hansel and
Gretel,”” Norse and Greek mythology.




Instructions to Participants (in your own words):

In surveying the history of mankind, one finds that even the
carliest people had explanations for the origin of the world. The
explanations were many and varied. Eaca explanation was con-
gruent with whatever was of value to the life style and survival of
the particular society in which it originated.

You will have thirty minutes to write an origin myth explaining
how the world came to be.

Objectives:

To develop awareness of how an individual’s or group’s value
system determines their interpretation of reality.

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 2: SHARING ORIGIN MYTHS
DISCUSSION OF THE
SIGNIFICANCE OF VALUES

EXPRESSLED
Allow: 15 minutes
Materials: “World View.,” Talks to Teachers, p. 70:

“Teaching of World View.” Seminars for
Teachers, p. 109

How to Proceed: Have each group read its myth to the
group. Discuss the values and assumptions
implied in each myth: magical power
source, role of people, what is held in
highest priority. Question these.

This is really an attempt to penctrate the
myth—to see through it to the souls of
the people.

Introduce discussion on the concept of
myth and religion. Call attention to all
materials cited for teachers to read, study,
and use.




Instructions to Participants (in your own words )

While each group reads its origin myth, the others should try to
identify the basic factors (values). Ask questions like: What part is
played in the story by magic or unknown forces? How is the unex-
plainable explained? Rationally? Logically? Fatanistically? As
interference by the gods? In some other way?

Objectives:
To develop awareness that our basis for structuring reality is in
large part cultural.

To understand man by relating his notions of world forces as thev
impinge on him.

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 3:

Allow:

Materiais:

How to Proceed:

10

INTRODUUING NETSILIK
MYTHOLOGY

10 minutes

“Stories from the Beginning of Time’
from “Words Rise Up™ (record)

record player

MACOS, Talky to Teachers, p. 70: Songs
and Stories, Journey to the Arctic,
True Play (booklets)

Use this step as a bridge between the myths
created by participants and a specific
example from MNetsilik mythology.
CAUTION: There will be a tendency to

consider the Eskimo myth as simplistic
or laughable.

Relate other sources of information frorm
the MACOS materials (including record
jacket),



Instructions to Participants (in your own words):

Take a few minuates. before listening to the record, to read the
third paragraph on page 72 of Talks to Teachers.

Now listen to the Netsilik myth on the record, and see if vou
identify the Eskimos™ pattern of explaining the unexplainable,
Compare this origin myth with the one you wrote. What
differences are there? What inferences can you make?

Objectives:

To increase appreciation of different values and points of view.

To examine the relationship between the life and thz my ths of the

Netsilik Eskimos.

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Sten 4:

Allow:

Materials:

How to Proceed:

12

DEISCUSSION OF EXPLANATION
AND IMPLICATIONS OF STORY

8-10 minutes

MACOS booklets and record

The emphasis here is simply on man’s
need to explain what he does not know.
Explanations vary from culture to culture.



Instructions to Participants (in your own words):

Each group should discuss these questions: What differences are
there between the Netsilik myth and the one you wrote? What
inferences can you draw?

Report your hypotheses (rot findings) to the class.

Objectives:

To develop tolerance toward non-specificity and the ability to
accept a number of possible answers, in recognition that there is
no right or wrong, simple or complex world view.

To develop an empathy for other people and cultures.

13



CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step S: “FISHING AT THE STONE WEIR™
(FILM)

AHow: 35 minutes

Materials: “Fishing at the Stone Weir™ (MACOS film)
projector

How to Proceed: Some of the events in the filhm can be

interpreted on the basis of our own
cultural expericnee, while others cannot.
Encourage participants to observe, in an
cthnographic record of a Netsilik family,
the unexplainable. and to speculate—
based upon observation—on why tlie
Netsilik act as they do.

ERIC b




Instructions to Participants (in your own words):

Watch this film of a Netsilik Eskimo famiily. The reasons for some
of the actions will not be clear. Make a list of the nexplainables
in the film for discussion later.

Objectives:
To provide an experience in observation and data-gathering from a
visual primary source.

To achieve understanding of Netsilik life, customs, and culture, by
recognizing that their values are different from ours—and that this
difference unites, rather than separates, us as men.

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 6: DISCUSSION OF
“UNEXPLAINABLE™
EVENTS IN FILM

Allow: 0 minutes

Materials: all materials used so far in this module,
for reference

How to Proceed: Have participants telt you the events in
the film which thev cannot explain. List
these. Do not offer explanations. The
point is: why can’t we explain these
events?

16




“Instructions to Participants (in your own words):

What data-based observations did you make on unexplainable
things in the film? What relationships do you suspect (hypotheses)
are iimplied in these actions (events)? What actions (events)in
twentieth-century America do you think the Netsilik would con-
sider unusual or unexplainable?

Objectives: .
To reinforce data-observation skills, inference-making, hypothesis
formation.

To introduce an important and often neglected factor in cross-
cultural studies: understanding a culture from within, as the peOpIe
see themselves.
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 7 (OPTIONAL):*  “LEGEND OF THE RAVEN" (FILM)

Allow: 15 minutes

Materials: “Legend of the Raven™ (MACOS filim)
projector

How to Proceed: Use the film as another source of contrast

and comparison to study the same ques-
tion of world view. Lead the group as you
did in Step 6. using similar questions.

*Steps 7 and 8 may be omitted at the discretion of workshop
leaders.

18



Instructions to Participants (in your own words):

What data-based observations did you make on unexplainable
things in the film? What relationships do you suspect are implied
in these actions? What actions in contemporary America do you
think these Eskimos would find unusual or unexplainable?

What relationships can you make between the two films?

Objectives:

To stimulate appreciation of the art and mythology of another culture—
one that will be the focus of studies in the MACOS curriculum for
the rest of the year. ' ’

19




CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 8 (OPTIONAL):*  REVIEW AND DISCUSSION OF
WORLD VIEW. A HUMANIZING

FORCE

Allow: 16 minutes

Muaterials: all materials used in this module, for
reference

How to Proceed: Review the discuv fon of the record and

two films, using contrast anc comparison,
to develop the concept of world view
(cosmology), a hunumizing force.
Emphasize the fact that there is no such
thing as a superior world view. A world
view is, however, unique to man at all
times and in all places.

*Steps 7 and 8 may be omitted at the discretion -f workshop
leaders,

20



Instructions to Participants (in your own words):

Let us review the questions we have heen trying to answer in Steps
6 and 7. What generalizations and hypotheses can you draw from
the films and the record?

Objectives:

To reinforce the understanding of world view as a humanizing
force.

To establish a basis for value inquiry.

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 9: “THE PAPER DRIVE™ (FILM)
Allow: 30 minutes
Materials: “The Paper Drive” (film, rented from
Churchill Films) .
projector )

Handout #27 (p. 24)

How to Proceed: Distribute Individual Reflection Sheets
(Handout #27). Show the film.

{For further information about conduct-
ing a value inquiry, see Lippitt, Fox, et
al., The Teacher’'s Role in Social Science
Investigation and F.R. and G. Shaftel,
Role Playing for Social Values.)

22



Instructions to Participants (in your own words):

Read the Individual Reflection Sheet, to provide a frame of
reference for viewing the filn:.

Objectives:

To confront participants with an unresolved classroom situation
which serves as a stisnulus for initiating inquiry activity.

23
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HANDOUT =27 Individual Retlection Sheet

(a)

(b}

()

()

{H

(g)

(h)

24

NOTE: This handout. in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

Identity the values held by the teacher.

tdentily the pupils’ values,

Ideatify your own values and rank them ( I=highest, 6=towest) in order
of priority.

What relationships do you see between the pupils” values and their
actions?

Based on what you know abount the teacher’s values, what do you
piedict her behavior will be?

Based on your ideatified values and priorities, what would you do in
this situation”

What do you foresee are the possible consequences of the teacher
behaviors which you predicted?

What do you foresee are the possible consequences of the way you
would behave in this situation?



CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 10: INDIVIDUAL REFLECTION
Allow: 20 minutes
Materials: Handout #27 (p. 24)
pencils
How to Proceed: (see instructions to participants)

Q
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Instructions to Participants (in your own words):

Now that you have seen the film, reflect upon and answer the
questions on this sheet.

Objectives:

To provide practice in identification of values, both one’s own and
those of others.

To increase awareness of the relationship between values and
behavior and the implications of this relationship.

ERIC
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step t1: GROUP DISCUSSION

Allow: 20 minutes

Materials: Handout #27 (p. 24)

How to Proceed: (see instructions to participants)

Q
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Instructions to Participants (in your own words):

Begin by focusing the discussion o your respouses to (a). (b). ().
(e). and (g).

By all means share whatever you would like to of your responses
to (¢). (f). and ().

Objectives:

To provide practice in identification of values, both one’s own and
those of others.

To increase awareness of the relationship between values and
behavior and the implications of this relationship.

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 12: THEORY INPUT ON DESCRIPTION,
INFERENCE. AND VALUE JUDGMENT
Allow: 15 minutes
Materials: Hundout =28 (p. 32)
How to Proceed: Distribute handout among participants.

30



Instructions to Participants (in your own words):

Read and discuss the handout.

/

Objectives:
To provide background needed to make distinctions basic to value
inquiry.

o
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HANDOUT =28:  Distinguishing Among Descriptions, Inferences. Vatue
Judgments*

NOTE: This handout, in form suitabite for
reproduction, wiil be found in the Handouts
seetion of the Process Education for Teachers
package.

Description:
1. What you observe eaactly.
2. Stated exactiy as it happened. without elaboration.
3. What realiy did take place?
4, What exactly was saia?

S. Objectivity.

Inferential:
1. "Supposes’ and guesses about situations,
2. Lxploring behavior beyond actuat observation,
3. What were his feelings?

4. What were his intentions?

N

. Interview role players to find out their inside feelngs.

0. Statement of what is likely or possible.

Value Judgments:
1. Deciding whether behavior is gc od or bad, right or wrong.
2. Opinions related to whether things are good or bad, right or wrong.
3. Statement about what inside forces cause certain behavior.

4. Statements about values held by individuals.

*distinguishing criteria determined by workshop participants during a
summer 1969 workshop at Franklin School, Syracuse, N.Y.
Q
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 13: PRACTICE SESSION MAKING
DISTINCTIONS AMONG
DESCRIPTION. INFERENCE.
AND VALUE JUDGMENT

Allow: 25 minutes

Matcerials: MACOS booklet Sangs and Stories.
“Old Kigtak.” p. 43: "Hunger.” p. 60

How to Proceed: Distribute booklets among participants.




Instructions to Participants (in your own words):

Read each passage. Then identify descriptive siatements and make
inferences and value judgments about the passazes.

Objectives:
To provide practice in making distinctions basic to value inquiry.

o
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 14: DISCUSSION OF GUIDELINES FOR
HANDLING VALUE INQUIRY

Allow: 25 minutes
Materials: Handout £29 (pp. 38-39)
How to Proceed: Distribute handout among participants.

36



Instructions to Participants (in your own words):

Read tire handout. Then talk about the teacher’s role in value
inquiry.

Objectives:

To make explicit the role of the teacher in conducting a value
inquiry.

o

ERIC

Aruitoxt provided by Eic:

37



HANDOUT £29:  Guidelines for Handling Value Inqquiry

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

. Teacher’s role is that of

(a)

(b)

()

to

(a)
(b)
(¢)
()

(¢}

facilitator (giving cach child opportunity to speak—protecting the
right of a child to have views different from others).

claritier (lelping children to express their values and their feelings
and ideas).

summarizer (helping children to organize their proposals).

. Teacher’s role is to

involve the children,
encourage interaction,
help children clacify rheir ideas.

trust children to draw their own conclusions as to what is a good or
poor solution to the human problem involved.

remain non-judgmental.

3. Teacher attempts to help cach child

)

(b)

(c)

(d)
(e)

become aware of the values he has learned.

make progress toward understanding the reasons for his values.
become aware of how to use his values when confronted with
choices.

understand how choice relates to consequences.

understand what vatue alternatives exist for others.

4. Teaching goal is not 1o settle upon a solution. It is to give practice in
decision-making und to help each child 1o clarify his own values. Children
are hetped to grow in their ability to anticipate consequences in their
sensitivity to feelings in self and others, in their skill in generating reason-
able alternatives.

ERIC
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5. Vital 1o vatue inguiry is the right climate: a climate where pupils realize
that they are notexpected (o come up with the *“right™ answer.
Value inguiry is not a procedure for indoctriinating the children with the
values that you. as a particular adult, want them o aceept.

o
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CROSS-CULTURE
PERSPECTIVE THROUGH
VALUE INQUIRY

Step | 5:

Allow:

Materials:

How to Proceed:

APPLICATION OF VALUE
STUDY TO MACOS

3-5 minutes

MACOS booklet Songs and Stories:
“Old Kigtak,” p. 43

tape-recording and playback equipment
(if story is recorded)

(see instructions to participants)



Instructions to Participants (in your own words):
[ will now read you a story.

(The story may be on tape. for dramatic effect. or you may read
it “live.™)

Objectives:
To introduce s value inquiry —a controversial issue —in the MACOS
curriculum.

o
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CROSS-CULTURE
PERSPECTIVE THROUGH
VALUE INQUIRY

Srep loa “KIGTAK™ (FILM): INTRODUCTION
Allow: 3 minutes

Materials: None

How to Proceed: (see instructions to participants)

NOTE: As a prerequisite to making your
introductory statement, be sure you have
rcad MACOS Seminars for Teachers, #15,

p. 100, and Talks to Teachers, ““World
View.”

42



tnstructions to Participants (in your own words):

We are about to see a classroom situation on film, dealing with the
teaching of values. The vehicle through which values are taught is
the story of Kigtak. with which vou are now familiar.

Earlier we focused on the issue of teaching values in rather general
terms. Now we narrow our focus to the question ol how to teach
values most effectively. In other words. we will deal more with the
mechanics of the lesson.

We hegin by seeing a portion of the film. At a certain point. it will
b2 stopped and you will be asked to reflect upon what you have
seen.

Objectives:

To observe and to study critically a value inquiry/controversial
class.

To understand the complexity of this kind of classroom activity,

exdc .
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CROSS-CULTURAL
PERSPLCTIVE THROUGH
VALUE INQUIRY

Step 16Hb: FILM VIEWING (TO FIRST FADEOUT)
Allow: 8 minutes
Materials: “Kigtak™ (MACOS film)
projector
How to Proceed: Group participants before starting the

film. Write questions on the board (see
instructions to participants).

Show the film up to the first fadeout.

44



Instructions to Participants (questions to write on board):
How did the teacher initiate a value inquiry discussion?
Do vou agree or disagree with his technique?

In teaching this lesson in your classroom, what would you do next?

Objectives:

To observe and to study critically a value inquiry/controversial
class.

To understand the complexity of this kind of classroom activity.

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step l16¢:

Allow:

Materials:

How to Proceed:

DISCUSSION OF FIRST
PART OF FILM

5-8 minutes

Questi.as written on board (Step 16b)

Have groups consider questions on board,
then bring thom together for a total group
reporting session.



Instructions to Participants (in your own words):

Each group is to use the questions on the board (Step 16b) as lead
questions for group discussion.

Objectives:

To observe and to study critically a value inquiry/controversial
class.

To understand the complexity of this kind of classroom activity.
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 16d:

Allow:

Materials:

How to Proceed:

48

FILM VIEWING TO
SECOND FADEOUT

8 minutes

film
projecior

Write the second set of questions on the
board (see instructions to participanis).

Show the film up to the second fadeout.



fnstructions to Participants (questions to write on board):
Did the teacher require the children to vote on this issue?
Do you feel this is appropriate in dealing with this issue?

If vou were the old woman, Kigtak, how would you feel that the
problem should be resolved?

If you were Arfek. how would you feel?

As a twentieth-century American, how do you feel?

Objectives:

To observe and to study critically a value inquiry/controversial
class.

To understand the complexity of this kind of classroom activity.

O
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 16e:

Allow:

Materials:

How to Proceed:

50

DISCUSSION OF FILM

10-15 minutes

Questions written on board {Step 16d)

Seek small-group interaction, followed
by total group reporting, as before.



Instructions to Participants (in your own words):

Each group is to use the questions on the board (Step 16d) as lead
questions for group discussion.

Objectives:

To observe and to study critically a value inquiry/controversial
class.

To understand the complexity of this kind of classroom activity.
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 17: CONSTRUCTION OF VALUE
INQUIRY LESSON

Allow: 30 minutes

Materials: alt MACOS materials used in this module
paper
pencils

How to Proceed: In groups of four, continue with lesson

plan task (see instructions to participants).

52



Instructions to Participants (in your own words):

Based on your answers to, and feclings about, the preceding
questions and issues, write down your ideas on how you would
proceed to introduce this lesson and how you would get children:
into a value inquiry frame of mind.

Objectives:

To develop specific “start-up” procedures and techniques for using
value inquiry—controversial topic in a classroom.
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CROSS-CULTURAL
PERSPECTIVE THROUGH
VALUE INQUIRY

Step 18:

Allow:

Materials:

How to Proceed:

54

SHARING AND DISCUSSION
OF LESSONS

30 minutes

lesson plans (Step 17)

Provide opportunity for some of the
prepared ideas to be shared, thus
stimulating a continuing discussion on
the appropriateness and effect of the
teaching procedures.



Instructions to Participants (in your own words):

None

Objectives:

To provide experience with a controversial topic (value inquiry)
typical of the MACOS curriculum.
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FEEDBACK

NOTE:, These are sample questions. designed to elicit feedback from
participants. Feedback questions in other modules may also be adapted
to this one.

|. What do you consider to be crucial aspects of the role of the teacher in
conducting a value inquiry?

2. How competent would you feel in conducting a vaiue inquiry?
(Rank according to scale.) .

| 2 3 4 5 6
not at all extremely
competent competent
Why?
Why not?

3. How comfortable would you feel in conducting a value inquiry?

| 2 2 4 5 6
not at all extremely
comfortable comfortable
Why?
Why not?

4, In what way, if any, did you incorporate the material “*Distinguishing Among
Descriptions, Inferences, Value Judgements™ as you planned your value inquiry?

Why?

Why not?
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RATIONALE

The Man: A Course of Studvy (MACOS) curriculum was specifically designed
to engage the learner actively in exploring questions that are of interest to
him. That is. the learner is encouraged to becwme a social science investigator
orinquirer. Legitimate areas for investigation include the analysis of his own
behavior and of the effects of hhis beliavior on others,

This module was designed to present one method or sequence which can be
used to (1) explore questions of interest, (2) analyze one’s own behavior, and
(3) give and receive feedbuck about the effects of behavior.

The module also provides workshop participants with an initial experience
with one type of value inquiry, and focuses attention on the actual instruc-
tional management behaviors required for each phase of inquiry.

OBIECTIVES

To provide further practice and experience with inquiry behuvior.

To focus attention on instructional management behaviors needed for
inquiry, and to provide opportunity to practice these behaviors.

To provide practice in (1) observing a group, (2) diagnosing gr “up effective-
ness, and (3) giving and receiving feedback.



TO PREPARE FOR THIS MODULEL

READ the five-part, five-phase Handout #30 (pp. 9-59) and Handout #31
(pp. 62-63).

PREPARE these handouts for distribution among participants.

ASSEMBLLE these materials:
chart paper
magic markers
masking tape




ROUND ROBIN
PROBLEM S2LVING

Step I: GENERAL DIRECTIONS
Allow: 3 minutes
Materials: Handout #30 (pp. 9-59). distributed

among participants {(NOTE: each member
of each group of five receives his own
handout, labeled “A.” “B.” **C.,” “D.” or
uEN)

How to Proceed: Divide participants in groups of five and
distribute the handouts. Assign partici-
pants’ roles as shown below:

Rounds - 1 2 3 4 5

Participants — A DL} D] O]l R] T
B Dl O] R} T|[DL

C O| R T{DL| D

D R| TIDL] D} O

E TI|DL| D] O] R

DL: Discussion Leader
D: Discussant
O: Observer
R: Recorder
T: Timekeeper




Instructions to Participants (in your own words):

Form into groups of five. Each of you is receiving a Round-Robin
Problem-Solving Package which specifies your roie in each round.

The recorder for each round should record group data on the
chart paper.

The exercise includes five phases, each divided into two parts:
(1) group work and (2) feedback from the observer.

Objectives:

To focus attention on actual instructional behavior requiréd by
the various phases of inquiry.

To provide each participant with some practice in instructional
behavior supportive of each phase of inquiry.

To provide practice in observing a group involved in inquiry, in
diagnosing its effectiveness, and in reflecting these observations
to the group.

“To provide initial experience with one type of value analysis.‘:\




HANDOUT #30:  Round-Robin Problem-Solving Package

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

The package is divided into five sections, each in turn divided into five
phases.

The five sections are marked for participants A, B, C, D, and L in each
group of five. Roles of these participants within the group shift in the course
of the five phases of the exercise (see chart, p. 6).

Observation guidelines for each phase should not be made available to
group members until the observer feedback period for the phase.




HANDQGUT #30: Participant A
PHASLE I: BRAINSTORMING

The object of the group in this phase is to generate as many constructive
guesses as possible sbout this passupe,
The object of each discussant is to share as many hunches as he can think
of.
The object of the discussion leader is to help the group realize these aims.
You are the discussion leader in this phase. Your specific tasks are to:
involve cach discussant in the effort to expluin the passape,

avoid communicating any of your own evaluation or judgment of the

ideas expressed.
discourage the discussants” evahaation of each other’s ideas.
work 1o govas many different ideas as possible.

prevent punsuit or exploration of any one idea.

El{fc 10
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Participant A (cont.)
These are the guide questions the observer used to watch the discussion leader:

Did the discussion leader:

(1) Make an cffort to involve each discussant in the hypothesizing
process?

{2)  Communicate evaluation or judgment of the ideas expressed —verbally
or nonverbally?

{3) Discourage participants’ expression of judgment and evaluation of
each other’s ideas?

(3)  Appear to be really listening to comments of participants? Convey
interest in their comments?

(5) Feel pressed to fill in silent periods with his own talk? Was he able
to wait for discussant to comment?

{6)  Work to get as many different ideas as possible?

(7)  Prevent pursuit or exploration of any one idea?

O
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Participant A (cont.)

PHASE 11 HYPOTHESIS SELECTION

The object of work in this phase is to review the explanatory ideas brought

outin the brainstorming phase.

‘s

N

Review the list of hunches your group made in the brainstorming phasc.

Flinunate the repetitions, overlap ot ideas, and ideas which seem less
elevant,

- Fhnunate the ideas vour group feels are the weakest hypotheses: the

Hlong shots,” the explanations which seem highly improbable.

. Compure the feasiility of the remaining ideas.

. Select the three ideas whizh seem to hold the greatest explanatory

potental. These would be the ideas, or hunches, which  whether
proven or disproven wouald allow the greatest gain i intormation.

You are vne of the three discussanis i this phase. Ty to participate as

actively as possihle 1 the task of the group,

12



Participant A (cont.)
These are the guide questions the observer used in this phase.

Did the discussion leader:

(1) press the discussants for clarification of the explanatory ideas? (Can
vou clarify that? Do you mean . . .7 Is that statement clear to all ot
you?)

{2} encourage discussants to compare the feasibility of the explanatory
statervents? (Which of these ideas seerns most reasonable? Does the
passage seem to offer more support for one of these ideas than the
other? If we select this as our “‘test-idea.” are there others on the list
that should be eliminated?)

(3)  ask for. and encourage discussants to ask for, supportive rationale for

cach feasibility estimate? (What leads you to think that? What evidence

seems to support that view?)

(4)  encourage the discussants to interact with each other and develop s
dialogue among themselves? (What do you think about that state-
ment? Can vou respond to that idea?)

(5) test the consensus of the group? (How do the rest of you feel about
this? Does the group agree on this?)

ERIC
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Participant A (cont.)

PHASE [1I: EVIDENCE SEARCH

The task of the group in this phase is to develop its thinking about the
three hypotheses selected in the last phase. The discussants should think
together about the evidence supporting each idea. Each member should work
to listen with care to the thinking of other members, and relate his comments
to those statements which preceded his.

Work to answer this question: what is the strongest evidence we can find
in the passage to support our hypotheses?

GROUND RULE FOR THIS PHASE: After the first comment, no one
may express his own idea until he has first reflected back to the last speaker
a summary of his comments. When the previous speaker has signaled
(probably nonverbally } that the gist of his idea has been reflected, the next
person may add his own ideas.

You are the observer. Qbserve the entire group this time, looking fer
evidence on the following questions:

1. Did the group observe the ground rule? What difficulties did they seem
to have in following this ground rule?

o

. Did every discussant participate?

3, Did the proup seem to give thoughtful attention to the contributions of
each person, or did they listen more carefully to one person?

4. Did the members ask each other for supporting rationale?

5. Did the participants talk equally to each other, or did they seem to
direct their comments largely to one person?

When the feedback period begins, ask everyone in your group to turn to
the next page in their briefs: this will be a copy of the observation guide you
have been using (above).

You should proceed to share your feedback with the group. Try to use
specific examples—what did the discussion leader actually do or say? What
did the leader or discussants do that seemed particularly helpful to achieving
the goals of this phase?

When you have summarized your observations, ask the other group
members if they have comments about any of the observation points.

You have five minutes for both of these tasks: giving your own cbserva-
tions, and getting further feedback from the group.

14



Participant A (cont.)

These are the guidelines the obs rver used in this phase:

1.

(2]

E

Did the group observe the ground rule? What difficulties did they seem to
have in following this ground rule?

. Did every discussant participate?

. Did the group seem to give thoughiiui attention to the contributions of

each person, or did they listen more carefully to one person?

Did the rnembers ask each other for supporting rationale?

. Did the participants talk equally to each other, or did they seem to direct

their comments largely to one person?

O
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Participant A (cont.)

PHASE IV: HYPOTHESIS TESTING

The group has two tasks in this phase:

I. Agree on one hypothesis from among the three you have been working
on, and state this in hypothetical (orm,

2. Agree on the most promising ways of testing this hypothesis: decide on
several action steps you might take to determine the validity of your
hypothesis.

You have two jobs in this round:

You should try to participate as actively as possible in the discussion; you
are also asked to serve as recorder for your group. Record the hypothesis
statement your group agrees on. List the acticn steps the group selects as
tests for the hypothesis.

16




Participant A (cont.}
These are the guidelines the observer used in this phase:

Does the discussion leader:
(1) listen to what discussants are saying?

(2) seem pressed to “fill in” all of the silent periods ‘vith his own talk, or
with prodding questions? Can he wait for participants’ responses?

(3) seem supportive and encouraging to the participants?
(4) convey a sense of being personally interested in the group’s problem?

(5) move the group into a brainstorm session for one part of this period?

O
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Participant A (cont.)

PHASE V: VALUE ANALYSIS

Take one more look at the passage. This time search for indications of the
value patterns and behavior norms of the culture.

One way of doing this is to ask: what behaviors or viewpoints seem to be
approved by the persons described in the passage?

Another approach is to look for expression of values or attitudes different
from your own. Contrast these values with your own and with those of other
members of the group.

You have two jobs in this round:

You are to participate as actively as possible in the discussion; you are also
asked to serve as timekeeper.

The group will have five minutes for the discussion period, and five minutes
for the feedback period. You should let your group know when it has two
minutes left, and when it has one-half minute left in each of these periods.

In order that all groups may begin together, the workshop leader will
announce “Begin.” Take this as your starting point, and watch for the two-
minute and one-half minute intervals from that point.

18



Participant A (cont.)

These are the guidelines the observer used in this phase:

1.
2.

Did the discussion leader keep the group working on the task?

Did he seem to encourage and support the participation of each discussant?

. Did he try to increase the interest and involvement of the group in t'ds

task? (How?)

Did he appear to be listening to what discussants were saying?

. Did the group develop a norm of being free to express value positions

whi~h differ from those held by others in the group?

19



HANDOUT #30:  Participant B
PHASE I: BRAINSTORMING

The object of the group in this phase is to generate as many constructive
guesses as possible about this passage.

The object of each discussant is to share as many hunches as he can think
of.

The object of the discussion leader is to help the group realize these aims.

You are the discussant in this phase. Try to participate as actively as possible
in the task of the group.

20



Participant B (cont.)
These are the guide questions the observer used to watch the discussion leader:

Did the discussion leader:
(1) Make an effort to involve each discussant in the hypothesizing process?

(2) Communicate evaluation or Judgment of the 1deas expressed—verbally
or nonverbally? :

(3) Discourage participants’ expression of judgment and evaluation of each
other’s ideas?

(4) Appear to be really listening to comments of participants? Convey
interest in their comments?

(5) Feel pressed to fill in silent periods with his own talk? Was he able to
wait for discussant to comment?

(6) Work to get as many different ideas as possible?

(7) Prevent pursuit or exploration of any one idea?

21
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Participant B (cont.)
PHASLE IT: HYPOTHESIS SELECTION

The object of work in this phase is to review the explanatory ideas brought

out in the brainstorming phase.

1. Review the list of hunches your group made in the brainstorming phase.

2. Eliminate the repetitions, overlap of ideas, and ideas which scem less

relevant.

3. Eliminate the ideus your group feels are the weakest hypotheses: the

“long shots,” the explanations which seem highly improbable.

4. Compuare the feasibility of the remaining ideas.

5. Select the three ideas which seem to hold the greatest explanatory
potential. These would be the ideas. or hunches, which—whether proven
or disproven  would allow the greatest gain in information.

You are the vbserver in this tound. You should direct your attention to the

discussion lcader. Does he:

(1} press the discussants for clanfication of the explanatory ideas? (Can
vou clarify that? Do you mean . . .? s that statement clear to all of
you?)

{2)  encourage discussants to compare the feasibility of the explanatory
statements? {Which of these ideuas seems mnost reasonable? Does the
passage scem to offer more support for one of these ideas than the
other? [f we select this as our "test-idea.” are there others on the list
that should be eliminated?)

(3} ask for, and encourage discussants to ask for, supportive rutionale for
each feasibility estimate? (What leads you to think that? What
evidence seems to support tual view?)

(4} encourage the discussants to mteract with cach other and develop a
dislogue among themselves? (What do you think about that state-
ment? Can you respond to that idea?)

(5) test the consensus of the group? {How do the rest of vou feel about
this? Does the group agree on this?)

When the feedback period begins, ask everycne in your group to turn to the
next page in their briefs: this will be a copy of the observation guide you have
been using (above),

You should proceed to share your feedback with the group. Try to use
specific examples--what did the discussion leader actually drs or say? What did
the leader or discussants do that seemed particularly helpful to achieving the
goals of this phase?

When you have summarized your observations, ask the other group
members if they have comnients about any of the observation points.

You have five minutes for both of these t: sks: giving your own observations,

and getting further feedback from the group.
22



Participant B (cont.)

These

are the guide questions the observer used in this phase.

Did the discussion leader:

n

(2)

(3

)

(5)

O
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press the discussants for clarification of the explanatory ideas?
(Can you clarify that? Do you mean . . .7 Is that statement clear
to all of you?)

encourage discussants to compare the feasibility of the explanaiory
statements? (Which of these ideas seems most reasonabte? Does the
passage seem to offer more support for one of these ideas than the
other? If we select this as our *‘test-idea,” are there others on the list
that should be eliminated?)

ask for, and encourage discussants to ask for, supportive rationale for
cach feasibility estimate? (What leads you to think that? What evidence
scems to support that view?)

encourage the discussants to interact with each other and develop a
dialogue among themselves? (What do you think about that statement?
Can you respond to that idea?)

test the consensus of the group? (How do the rest of you feel about
this? Does the group agree on this?)
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Participant B (cont.)
PHASE I EVIDENCE SEARCH

The task of the group in this phase is to develop its thinking about the
three hypotheses selected in the last phase. The discussants should think
together about the evidence supporting each idea. Each member should work
1o Iisten with care to the thinking of other membess, and relate his comments
1o those statements which preceded his,

Work to answer this question: What is the strongest evidence we can find
1 the passage to support our hypotheses?

GROUND RULE FOR THIS PHASLE: After the first comment, no one
may express lus own idea until he has first reflected back to the last speaker
a summary of his comments. When the previous speaker has signaled
{probably nonvarbally) that the gist of his idea has been reflected, the next
oerson may add his own ideas.

You have two jobs in this round:

You should try to participate as aetively as passible in the discussion:,
You are also asked to serve as recorder for your group  note briefly the
supporting evidence cited for each ides.

24



Participant B (cont.)

These are the guidelines the observer used in this phase:

1. Did the group observe the ground rule? What difficulties did they seem to
have in following this ground rule?

2. Did every discussant participate?

3. Did the group seem to give thoughtful attention to the contributions of
each person, or did they listen more carefully to one person?

4. Did the members ask each other for supporting rationale?

5. Did the participants talk equally to each other, or did they seemn to direct
their comments largely to one person?
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Participant B (cont.)
PHASE IV: HYPOTHESIS TESTING

The group has two tasks in this phase:

1. Agree on one hypothesis from among the three you have been working
on, and state thisin hypothetical form.

2. Agree on the most promising ways of testing this hypothesis: decide on
several action steps you might take to determine the validity of your
hypothesis.

You have two jobs in this round:

You are to participate as actively as possible in the discussion: You are
also asked to serve as timekeeper. ‘

The group will have five minutes for the discussion period, and five minutes
- for the feedback period. You should let your group know when it has two
minutes left, and when it has one-half minute left in each of these periods.

In order that all groups may begin together, the workshop leader will
announce *‘Begin.”’ Take this as your starting point, and watch for the
two-minute and one-half minute intervals from that point.




Participant B (cont.)
These are the guidelines the observer used in this phase:

Does the discussion leader:

(1) listen to what discussants are saying?

{2) seem pressed to “fill in"" all of the silent periods with his own talk, or

with prodding questions? Can he wait for participants’ responses?

(3) seem supportive and encouraging to the participants?

(4) convey a sense of being personally interested in the group’s problem?

(5) move the group into a brainstorm session for one part of this period?

ERIC

Aruitoxt provided by Eic:

27



O

ERIC

Aruitoxt provided by Eic:

Participant B (cont.)

PHASE V: VALUE ANALYSIS

28

Take one more look at the passage. This time search for indications of the
value patterns and hehavior norms of the culture.

One way of dr ng this is to ask: what behaviors or viewpoints seem to be
approved by the persons described in the passage?

Another approach is to look for expression of values or attitudes different
from your own. Contrast these values with your own and with those of
other members of the group.

You are the discussion leader in this rourd:

I. You are to keep the group working on the task.

tJ

. Encourage and support the participation of each discussant.

'

. Try to increase the interest and involvement of the group in this task.

o

. Listen, use paraphrasing, clarify question, etc. to keep discussion from
getting bogged down.

5 Help group develop norm of being free to express value positions which
differ from those held by others.



Participant B (cont.)

These are the guidelines the observer used in this phase:

1.

2

Did the discussion leader keep the group working on the task?

. Did he seem to encourage and support the participation of each discussant?

. Did he try to increase the interest and involvement of the group in this

task? (How?)

. Did he appear to be listening to what discussants were saying?

. Did the group develop a norm of being free to express value positions

which differ from those held by others in the group?
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HANDOUT £30: Participant €
PHASE 1. BRAINSTORMING

The object of the group in this phase is to generate as imany constructive
guesses as possible about this passage.

The object of each discussant is to share as many hunches as he can think
of,

The object of the discussion leader is to help the group realize these aims.

You are the observer.
Mid the discussion leader

(1) Make an etfort to involve vach tiscussant in the hypothesiang
process?

(2)  Communicate evaluation or judgment of the ideas expressed—
verbally or nonverbally?

(3) Discourage participants’ expression of judgment and evaluation of
each other’s ideas”

(4) Appear to be really listening to comments of particirants? Convey
intcrest in their comments?

(5} Fecl pressed to fill in silent periods with his own talk” Was he able
to wait for discussant to comment?

{6) Work to get as many different ideas as possible?

(7)  Prewn? pursuit or exploration of any one idea?
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Participant C (cont.)
These are the guide questions the coserver used to watch the discussion leader.

Did the discussion leader:
(1) Make an effort to involve each discussant in the hypothesizing process?

(2)  Communicate evaluation or judgment of the ideas expressed--verbally
or nonverbally?

(3)  Discourage participants’ expression of judgment and evaluation of each
other’s ideas?

(4)  Appear to be really listening to comments of participants? Convey
intere i in their comments?

(5)  Feel pressed to fill in silent periods with his own talk? Was he able to
wait for discussant to comment?

{6)  Work to get as many different ideas as possible?

(7)  Prevent pursuit or exploration of any one idea?

O
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Participant C (:ont.)
PHASE I1: H. POTHESIS SELECTION

The object of work in this phase is to review the explanatory ideas brought
outin the braiistorming phase.

1. Review the list of hunches your group made in the brainstorming phase.

2. Lliminate the repetitions, overlap of ideas, and ideas which seem less
relevant,

3. Eliminate the ideas your group feels are the weakest hypotheses: the
“long shots,” the explanations which seem highly improbable.

4, Compure the feasibiity of the remaining ideas.

5. Select the rhiree ideas which seem to hald the greatest explanatory
petential. These would be the ideas, or hunches, which—whether

proven or disproven—would allow the greatest gain in information,
t

You are discussant and recorder.

Record the three ideas your group selects.

Q s
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Participant C (cont.)

These are the guide questions the observer used in this phase.

Did the discussion leader:

8y

)

4)

(5)

O

press the discussants for clarification of the explanatory ideas?
(Can you clarify that? Do you mean . . .? I~ that statement clear
to all of you?)

encourage discussants to compare the feasibility of the explanatory
siatements? (Which of these ideas seems most reasonable? Does the
passage seem to offer more support for one of these ideas than the
other? If we select this as our “test-idea,” are there others on the list
that s..ould be eliminated?)

ask fo-, and encourage discussants to ask for. supportive rationale for
zach feasibility estimate? (What leads you to think that? What evidence
seems to support that view?)

er- ourage the discussants to interact with each other and develop a
dialceue among themselves? (What do you think about that statement?
Can you respond to that idea?)

test the consensus of the group? (How do the rest of you feel about
this? Does the group agree on this?)

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Participant C “cont.)
PHASLE ;. EVIDENCE SEARCH

The task of the group in this phase is to develop its shinking about the
three hypotheses selected in the last phase. The discussants should think
together about the evidence supporting each idea. Each member should work
to fisten with care to the thinking of other ni_inbers, uand relate his comments
to those statements which preceded his,

Wark to answer this question: What is the strongest evidence we can find
in the passage to support our hypotheses?

GROUND RULE FOR THIS PHASE: After the first comment, no one
may express his own idea until he has first reflected back to the last speaker
a summary of his comments. When the previous speaker has signaled
(probubly nonverbally ) that the gist ot his idea has been reflected, the next
person may add his own iaeas.

You have two jobs in this round.
1. You are to participate as actively as possible in the discussion.

2. You are also asked to serve us timekeeper. The group wil! have five
minutes {r the discussion period and five minutes for the feedback
period. You should let the group know when it has two minutes left,
and when it has one-half minute left in each of these periods.

In order that all groups may begin together, the workshop leader will
announce “Begin.” Take this as your starting point and watch for the two.
minute and one-half minute intervals from that point.



Participant C (cont.)

These are the guidelines the observer used in this phase:

1. Did the group observe the ground rule? What difficulties did they seem to
have in following tl.is ground rule?

2. Did every discussant participate?

3. Did the group seem to give thoughtful attention to the contributions of
each person, or did they listen more carefully to one person?

4. Did the members ask each other for supporting rationale?

5. Did the participants talk equally to each other, or did they seem to direct
their comments largely to one person?
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Participant € (cont.)
PHASE IV: HYPOTHESIS TESTING

The group has two tasks in this phase:

I. Agree on ¢nce hypothesis from among the three you have been working
on, and state this in hypothetical form,

2. Agree on the most promising ways of testing this hypothesis. decide on
several gction steps you might take to determine the vaiidity of your
hypothesis.

You are the discussion leader in this round. Your job is to:
1. Move the group into a brainstorm session for Part 1 of this period.
2. Listen to what the discussants are saying:
a. Clarify.
b. Paraphrase.

¢. Lo not push any one idea—in general facilitate the discussion.

3. Try to get the group going without prodding questions; wait for
participants’ responses; do no? fill in periods of silence.

4. Be supportive and encouraging.



Participant € (cont.)

These are the guidelines the observer used in this phase.

Does the discussion leader:

(1
(2)

3)
(4)
(5)

E

listen 1o what discussants are saying?

seem pressed to “fill in™ all of the silent periods with his own talk, or
with prodding questions? Can he wait for participants’ responses”?

scem supportive and encouraging to the participants?
convey a sense of being personally interested in the group’s problem?

move the group into a brainstorm session for one part of this period?

O
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Participant C (cont.)
PHASE V: VALUE ANALY*1S
Take one more look at the passage. This time search for indications of the

value patterns and behavior norms of the culture.

One way of doing this is to ask: what behaviors or viewpoints seem to be
approved by the persons described in the passage?

Another approach is to ook for expression of vatues or attitudes different
from your own. Contrast these values with your own and with those of
other members of the group.

You are a discussant in this phase.

Participate as actively as possibiz.




Participant C (cont.)
These are the guidelines the observer used in this phase:

1. Did the discussion leader keep the group working on the task?
2. Did he seem to encourage and support the participation of each discussant?

3. Did he try to increase the interest and involvernent of the group in this
task? (How?)

4. Did he appear to be (istening to what discussants were saying?

5. Did the group develop a norm of being free to express value positions
which differ from those held by others in the group?
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HANDOUT =30:  Participam D
PHASE [ BRAINSTORMING

The object of the group in this phase is 1o generate as many constructive
guesses as possible about this passage,

The object of cach discussant 1s to share as many hunches as he can think
of,

The object of the discussion leader i to help the group realize these dims.

You have two jobs i this round:

You should try to participate as actively as possit'e in the discussion,
You are alsa asked 1o serve as recorder for your group making a list of all
the ideas the group produces.
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Partici»ant D (cont.)
Theae are the guide questions the observer used to wateh the discussion leader.

Did the discussion leader:
(1) Make an etfort 1o involve caciv discussant in the hypothesizing process?

(21 Communicate evaluation or jrdgment of the ideas expressed  verbully
or nonverbally?

(31 Discourage participants’ expression of judgment and evaluation of cach
other’s ideas?

(4} Appear to be really listening to comments of participants? Convey
interest in their comments?

{5)  Feel pressed to fill in silent periods with his own talk? Was he able to
wail for discussant to comment?

{61 Work 1o get s many different ideas as possible?

(7)  Prevent pursuit or exploration of any one idea?

O
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Participant D (cont.)
PHASE 1I: HYPOTHESIS SELECTION

The object of work in this phase is to review the explanatory ideas brought
out in the brainstorming phase.

1. Review the list of hunches your group made in the brainstonning phase.

2. Eliminate the repetitions, overlap of ideas and ideas which seem less
relevant,

3. Lliminate the ideas your group feels are the weakest hypotieses:  the
“long shots.” the explanations which seem highly improbable.

4. Compare the feasibility of the remaining ideas.

5. Select the three ideas which seem to hold the greatest explanatory

potential. These would be the ideas, or hunches, which --whether proven
or disproven—would allow the greatest gain in information.

You have two jobs in this round:

You are to participate as actively as possible in the discussion: you are also
asked to serve as rimckeeper.

The group will have five minutes for the discussion period, and five minutes
for the feedback period. You should let your group know when it has two
minutes left, and when it has one-half minute leftin each of these periods.

In order that all groups may begin together, the workshop leader will
announce “Begin.” Take this as your starting point, and watch for the
two-minute and one-half minute intervals from that point.

ERIC
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Participant D (cont.)

These are the guide questions the ¢ bserver used in this phase.

Did the discussion leader:

(n

(2)

)

4)

(5)

O

press the discussants for clarification of the explanatory ideas?
(Can you clarify that? Do you mean . . .7 Is that statement clear to all
of you?)

encourage discussants to compare the feasibility of tiie explanatory
statements? (Which of these ideas seems most reasonable? Does the
passage seem to offer more support for one of these ideas than the
other? If we select this as our “test-idea.” are there others on the list
that should be elimninated?)

ask for, and encourage discussants to ask for, supportive rationale for
each feasibility estimate? (What leads you to think that? What evidence
seems to support thaf view?)

encourage the discussants to interact with each other and develop a
dialogue among themselves? (What do you think about that statement?
Can you respond to that idea?)

test the consensus of the group? (How do the rest of you feel about
this? Does the group agree on this?)
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Participant D (cont.)
PHASE U EVIDENCE SEARCH

The task of the groupan this phase is to develop its thinking about the
thiree hypotheses selected in the last phuse. The discussants shoulkd think
together about the evidence supporting cach wdea. Each member shoutd werk
1o listen with care to the thinking of other members and refate his comments
to those statements which preceded s,

Work to answer this question: What is the strongest evidenee we can find
in the passage to support our hypotheses?

GROUND RULE FOR TIHIS PHASE. After the fiist comment, no one
nuay express his own idea until he has first reflected back to the last
speaker ¢ summury of his comments, When the previous speaker has signaled
(probably nonverbally ¥ that the gist of his idea has been reflected, the next
person may add his own ideas,

You are the discussion leader. Your role is to be a facilitator rather than a
leader. Your specific tasks are:

[. See that the ground rule is observed. (H someone else doesn’t start the
discussion right away . you should get the group started by briefls
statifng your own view.j

2. Work o see that every discussant participates, Try 1o do this as non-
directively as possible: nonverbal cues are helpful here  tuming to
someone. looking at somrone, even signaling il necessary.

‘v

. Keep the groun 1o the task ot searching for evidence which supports
the hypotheses.

4. Sce that the partieipants talk o each other, instead of channeling their

remarks through you.

5. If' long, involved contributions ure making it difficult for the next
speaker to summarize and reflect back, call this to the attention of the

group.



Participant 1) {cont.)

These are the guidefines the observer used in this phase:

}. Did the group observe the ground rule? What difficulties did they seem to

have in following this ground rule?

ta

Did every discussant participate?

3. Did the group seem to give thoughtful attention to the contributions of

cach person, or did they listen more carefully to one person?

4. Did the members ask each other for supporting rationale?

5. Did the participants talk equally to each other, or did they seem to dircet

their comments largely to one person?

O
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Participant D (cont.)
PHASE 1V: HYPOTHESIS TESTING

The group has two tasks in this phase:

1. Agree on one hypothesis from among the three you have been working
on, and state this in hypothetical form.

2. Agree on the most promising ways of testing this hypothesis: decide on
several action steps you might take to determine the validity of your
hypothesis.

You are one of the three discussants in this phase.

Try to participate as actively as possible in the task of the group.
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Participant D (cont.)
These are the guidelines the observer used in this phase.

Does the discussion leader:
(1) listen to what discussants are saying?

(2) seem pressed to “fill in’" all of the silent periods with his own talk, or
with prodding questions? Can he wair for participants’ responses?

(3) seem supportive and encouraging to the participants?
(4) convey a sense cf being personally interested in the group’s problem?

(5) move the group into a brainstorm session for one part of this period?

ERIC

Aruitoxt provided by Eic:
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Participant D (cont.)

PHASE V: VALUE ANALYSIS

O

Take one more look at the passage. This time search for indications of the
value patterns and behavior norns of the culture:.

One way of doing this is to ask: what behaviors or viewpoints seem to be
approved by the persons described in the passage?

Another approach is to look for expression of values or attitudes different
from your own. Contrast these values with your own and with those of
other members of the group.

You are the obsener. Try 1o give the discussion leader feedback on these
questions: »

1. Did the discussion leader keep the group working on the task?

2. Did he seem to encourage and support the participation of each
discussant?

3. Did he try to increase the interest and involvement of the group in this
task? (How?) *

4, Did he appear to be listenring to what discussants were saying?

5. Did the group develop a norm of being free to express value positions
which differ from those hekd by others in the group?

RIC
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Participant D (cont.)
These are the guidelines the observer used in this phase:

1. Did the DL keep the gr()up working on the sask?

9

. Seem to encourage and support the participation of cach discussant?

L%

. Try to increase the interest and involvement of the group in this task?
(How?)

«. Appear to be listening to what discussants were saying”?

5. Did the group develop a norm of being free 1o express value positicues
whiich differ from those held by others in the group?

ERIC
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HANDOUT #30:  Participant E
PHASLE 1 BRAINSTORMING

The object of the group in this phase is to generate as many constructive
guesses as possible about this passage.

The object of cach discussant is to share as many hunches as he can think
of.

The object of the discussion feader is to help the group realize these aims,

You have two jobs i this round:
You dre to participate as actively as possible in the diseussion:

You are abso asked to serve as timekeeper. The group witl have tive nunutes
for the discussion period. ang five minutes for the teedback period. You
should fet vour group know when it has twoe minuates feft, and when it has
one-hall minute left i each of these pertods. So that all groups may beain
together, the workshop leader will announce “Begin.”™ Take his as youy
starting point gnd watch for the two-minute and one-hall’ minute interval
from this point.

O
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Participant E (cont.)
These are the guide questions the observer used to watch the discussion leader.

Did the discussici leader:
(1) Make an effort to involve each discussant in the hypothesizing process?

(2)  Communicate evaluation or judgment of the ideas expressed -verbally
or nonverbally?

(3) Discourage participants’ expression of judgment and evaluation of cach
other’s ideas?

(4} Appear to be really listening to comments of participants? Convey
interest in their comments?

(5) Feel pressed to fill in silent periods with his own talk? Was he able to
wait for discussant to comment?

(6) Work to get as many different ideas as possible?

{7)  Prevent pursuit or exploration of any one idea?

O
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Participant E (cont.)

PHASE B HYPOTHESIS SELECTION

The object of work in this phase is to review the explanatory ideas broughs

out m the bramstonming phase.

I

o

i~

Review the list of hunches your group made in the brainstonning phase.

. Lliminate the repetitions, overlap of ideas. and ideas which seem less

relevant.

Eliminate the tdeas your group feels are the weakes: hypotheses: the
“lony shots.” the explangtions which seem highly improbable.

Compare the feasibility ot the remaining ideas.

. Select the tree ideas which seem 1o hold the greatest explanatory

potential. These would be the ideas, or hunches, which  whether proven
or dispreven  would alfow the greatest gain in information.

You are the discussion leader in this phase. Your tasks are to:

(1)

(2)

52

direct the group in reviewing its list of hunches and in clingnating
repetitive and less relevant ideas.

turn the discussants’ attention to testing the feasibility ot the
explanatory ideas.

work toward clarification of ideas and mutual understanding among
the discussants.

direct the group’s e Torts to a comparison of preferred expla fuons.
encourage the discussants” interaction and dialogue with cach other.
ask for, and encourage discussants to ask for, supportive rationale for
cach feasibility statement or estimate. (What leads you to that
conclusion?)

test the consensus of the group in its selection and refinement of the

explanatory ideas. {lHlow do the rest of you feel about this? Does the
group agree on this?)



Participant E (cont.)

These are the guide questions the observer used in this phase.

Did the discussion leader:

)

()

(3)

)

(5)

E

press the discussants for clarification of the explanatory ideas?
(Can you clarify that? Do you mean . . .? Is that statement clear to all
of you?)

encourage discussants to compare the feasibility of the explanatory
statements? (Which of these ideas seems most reasonable? Does the
passage seem to offer more support for one of these ideas than the
other? If we select this as our “‘test-idea,” are there others on the list
that should be eliminated?)

. ask for, and encourage discussants to ask for, supportive rationale for

O

each feasibility estimate? (What leads you to thmk that? What evidence
seems to support that v1ew'7)

encourage the discussants to interact with each other ind develop a
dialogue among themselves? (What do you think about that statement"
Can you respond to that idea?)

test the consensus of the group? (How do the rest of you feel about
this? Does the group agree on this?)
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Participant E (cont.)
PHASE 1T EVIDENCE SEARCH

The tus  of the group in this phase is 1o develop its thinking about thie
three hypotheses selected in the last phase. The discussants should think
together about the evidence supporting cach idea, Each member shoutd work
to listen with care to the thinking of other members. and relate his comments
to those statements which preceded his,

Work to answer this question: What is the strongest evidence we can find
in the passage 1o support our hypotheses?

GROUND RULY FOR TTHS PHASE. After ihe first comment, no ane
may express his own idea unidl he has first reflected back to the last speaker
wosummary of his comments, When the previous speaker has signated
{probably nonverbally) that the zist of his e has been relected, the nest
person nuiy add his own ideas.

You are one of the three discussants in this phase. Try to purticipaic as
actively as possibie in the task ol the group,
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Participant E (cont.)
These are the guidelines the observer used in this phase:

1. Did the group observe the ground rule? What difficutties did they seem to
lave in following this ground rule?

[39]

. Did every discussant participate?

3. Did the group seem to give thoughtful attention to the contributions of
each person, or did they listen more carefully to one person?
4. Did the members ask each other for supporting rationale?

5. Did the participants talk equally 1o cach other. or did they seem to direct
their comments largely 10 one person?

O
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Participant E {cont.)
PHASE 1V: HYPOTHESIS TESTING

The group has two tasks in this phase:

1. Agree on one hypothesis tfom among the three you have been v
on. and state this in hypothetical form.

2. Agree on the most promising ways of testing this hy pothesis: on
several action steps you might take to determine the validin
hypothesis,

You are the observer in this round.
Does the discussion leader:
(1) listen to what discussants are saying?

(2) seem pressed to “ill in” all of the silent periods with his own talk,
or with prodding guestions? Can he wait for participants’ responses?

(3) seem supportive and encouraging to the participants?
(4)  convey a sense of being personally interested in the group’s problem?
(5) move the group into a brainstorm session for one part of this period?

When the feedback period begin- ask everyone in your group to turn to the
next page in their briefs: this will be a copy of the observation guide you have
been using {above).

You should proceed to share your feedback with the group. Try to use
specific examples: What did the discussion leader actually do or say? What
did the leader or discussants do that scemed particularly helpful to achieviag
the goals of this phase?

When you have summarized your observations, ask the other group
members if they have comments about any of the observatior points.

You have five minutes for both of these tasks: giving your own observa-
tions, and getting further feedback from the group.

O
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Participant E (cont.)
These are the guidelines the observer used v this phase.

Does the discussion leader:
(1) listen to what discassants are saying?

(2)  seem pressed to “fill in™ all of the siient periods with his own talk or
with prodding questions? Can he wait for participants’ responses?

(3)  seem supportive and encouraging to the participants?

(4)  convey a sense of being personally interested in the group’s problem?
A e A S Pl

(5} move the grotp into a braiastorm session for one part of this period?

O
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Participant E (cont.)
PHASE Vi VALUE ANALYSIS

Take one more look at the pas<age. This time seareh for indications of the
value pareerns and beliavior norms of the culture.

One way ol domg this is to ask: what behaviorns o viewpoints seem to be
approved by the persans described in the passuge?

Another approach is 1o Jook for expression of vaues or attitudes ditferent
from vour wi. Contrast these values with your own and with those of other
members ol the group.

Youare the recorder in tis round. Record those value patterins and behavior
norms fisted by vour group as best describing the culture,

You are also a discussant.
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Participant L (cont.)

These are the guidelmes the observey used in this phase:
1. Did the discussion leader keep the group working on the task?
2. Did he seem to encourage and support the participation of each discussant

3. Did he try to increase the interest and invclvement of the group in this
task? (How?)

4. Did he appear to be listening to what discussants were saying?

5. Did the group develop a norm of being free to express value positiors
which differ from those held by others “n the group?

O
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ROUND ROBIN
PROBLEM SOLVING

Step 2: ’ READING HlSTQRlC DOCUMENT
Allow: 5 minutes
Materials: Handout #31 (pp. 62-63)

" How to Proceed: Distribute the handout to participants.




Instructions to Participants (in your own words):
Read the historical document.

Objectlves

"To focus attention on actual instructional behavior requlred by the
-various phases of inquiry.

To provide each participant with some practice in instructional
behavior supportive of each phase of inquiry.

To provide practice in observing a group involved in inquiry.in
diagnosing its effectiveness. and in reflecting these observations
to the group.

To provide initial experience with one type of value analysis.

C | 61



HANDOUT #31:  Historic Document: The Old Man with the Broken Arm*

19

O
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NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

At an old man—four-score and eight:
The hair on his head and the hair of his eyebrows—white as the new snow
Leaning on the shoulders of his great-grandchildren, he walks in front
of the Inn;
With his left arm he leans on their shoulders; his right arm is broken.
1 asked the old nian how muny years had passed since he.broke his urm,
1 also asked the cause of the injury, how and why. it happened?
The otd man suid he was born and reared in the District of :
At the time of his birth—a wise reign; no wars or discords.
“Often | listened in the Pear-Tree Garden to the sound of flute and

song;
Naught I knew of banner and iance, nothing of arrow or bow.
Then came the warsof T and the great levy of men:

Of three men in each house. —one man was takei.
And those to whom the Jot fell, where were they taken to?
Five months™ journey, a-thousand miles—away to __ .
We heard it said thatin _ there flows the River.
As the flowers fall from the pepper-trees. poisonous vapours rise.
When the great army waded across, the water seethed like 4 cauldron:
When barely ten had entered the water, two of three were dead.
To the north of my viliage, 1o the south of my village the spund of
weeping and wailing,
Children parting from fathers and mothers; husbands parting from wives.
Everyone says that in expeditions against the - tribes
Of a million men who are sent out, not one returns.
i, that am old. wus then twenty-four; )
My nume and fore-nume were written down in. the rolls of the Board of War
In the depth ot the night not daring to let any one know
{ secretly took a huge stone and dashed it against my arm.
For drawing the bow and waving the banner now wholly unfit,
I knew henceforward I should not be sent to fight in




31

34

37

40

43

Bones broken and sinews wounded could not fail to hurt,
I was ready enough to bear pain, if only I got back home.
My arm—broken ever since: it was sixty years ago.
One limb, although destroyed, —whole body safe!
But even now on winter nights when the wind and rain blow
From evening on till day’s dawn | cannot sleep for pain.
Not sleeping for pain Is a small thing to bear,
Compared with the joy of being alive when all the rest are dead.

_ For otherwise, years ago, at the ford of River

My budy would have died and my soul hovered by the bones that no one
gathered.

A ghost, I'd have wandered in , always looking for home.

Over the graves of ten thousand soldiers, mournfully hovering.”
So the old man spoke, And 1 bid you listen to his words

Have you not heard

That the Prime Minister of K_

Did not reward fronticr exploits, lest a spirit of aggression should
prevail? . And have you not heard

That the Prime Minister of T .

Desiring to win imperial favour, started a frontier war? .

But fong before he could win the war, people had lost their temper.

Ask the man with the broken arm in the village of !

*This is an ancient Chinese manuscript.
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ROUND ROBIN
PROBLEM SOLVING

Step 3: PHASE I: BRAINSTORMING

Allow: 13 minutes
general directions (sheet 1) —3 minutes
task (sheet 1) -5 minutes

observer feedback (sheet 2) —5 minutes

Materials: Handout #30 (pp. 9-59)

How to Proceed: (see instructions to participants)



Instructions to Participants (in your own words):

Follow the directions in vour package for Phase 1.

Obijectives:

To focus attention on actual instructional behavior required by the
various phases of inquiry.

To provide each participant with some practice in instructional
behavior supportive of each phase of inquiry.

To provide practice in observing a group involved in inquiry. in
diagnosing its effectiveness. and in reflecting these observations to
the group.

To provide initial experience with one type of value analysis.

O
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ROUND ROBIN
PROBLEM SOLVING

Step 4: PHASE II: HYPOTHESIS SELECTION
Allow: 13 minutes
general directions (sheet 1) —3 minutes
task (sheet 1) —5 minutes

observer feedback (sheet 2) —5 minutes

Materials: Handout #30 (pp. 9-59)

How to Proceed: (see instructions to participants)

65



Instructions to Participants (in ydur own words):
Follow the directions in your package for Phase 11.

Objectives:

To focus attention on actual instructional behavior required by the
various phases of inquiry.

To provide each participant with some practice in instructional
behavior supportive of each phase of inquiry.

To provide practice in observing a group involved in inquiry, in
diagnosing its effectiveness, and in reflecting these observatlons to
the group.

To provide initial experience with one type of value analysis.
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ROUND ROBINM
PROBLEM SOLVING

Step §: PHASE III: EVIDENCE SEARCH

Allow: 13 minutes
general d’'vections (sheet 1) —3 minutes
task (sheet 1) —5 minutes

observer feedback (sheet 2) —5 minutes

Materials: Handout #30 (pp. 9-59)

How to Proceed: (see instructions to participants)
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Instructions to Participants (in your own words):

Follow the directions in your package for Phase 111

Objectives:

To focus attention on actual instructional behavior required by the
various phases of inquiry.

To provide each participant with some przctice in instructional
behavior supportive of each phase of inquiy.

To provide practice in observing a group involved in inquiry, in
diagnosing its effectiveness, and in reticting these observations to
the group.

To provide initial experience with one type o value analysis.

O
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ROUND ROBIN
PROBLEM SOLVING

Step 6: PHASE IV: HYPOTHESIS TESTING
Allow: [3 iminutes
general directions (sheet 1) —3 minutes
task (sheet 1) -5 minutes

observer feedback (sheet 2) —5 minutes

Materials: Handout #30 (pp. 9-59)

How to Proceed: (see instructions to participants)
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Instructions to Participants (in your own words):

Follow the directions in your package for Phase IV.

Objectives:

To focus attention on actual instructional behavior required by the
various phases of inquiry.

To provide each participant with some practice in instructional
behavior supportive of each ptase of inquiry.

To provide practice in observing a group involved in inquiry, in
diagnosing its effectiveness, and in reflecting these observations to
the group.

To provide initial experience with one type of value analysis.

Al




ROUND ROBIN
PROBLEM SOLVING

Step 7: PHASE V: VALUE ANALYSIS

Allow: 13 minutes
general directions (sheet 1) —3 minutes
task (sheet 1) ~5 minutes

observer feedback (sheei 2) —5 minutes

Materials: Handout #30 (pp. 9-59)

How to Proceed: (see instructions to participaats)
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Instructions to Participants (in your own words):
Follow the directions in your package for Phase V.

Objectives:

To focus attention on actual instructional behavior required by the
various phases of inquiry.

To provide each participant with some practice in instructional
behavior supportive of each phase of inquiry.

To provide practice in observing a group involved in inquiry, in
diagnosing its effectiveness, and in reflecting these observations to
the group.

To provide initial experience with one type of value analysis.
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ROUND ROBIN
PROBLEM SOLVING

Step 8: GROUP DISCUSSION
Allow: 25 minutes
Materials: charts generated during each of the five

phases of the exercise

How to Proceed: Group discussion focuses on the charts
generated by each group during the
problem-soiving sequence.
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Instructions to Participants (in your own words):

Our discussion should relate the charts—the data generated—to the
group process and to the processes involved in the problem-solving
sequence,

Objectives:

To focus attention on actual instructional behavior required by the
various phases of inquiry.

To provide each participant with some practice in instructional
behavior supportive of each phase of inquiry.

To provide practice in observing a group involved in inquiry, in
diagnosing its effectiveness, and in reflecting these observations to
the group.

To provide initial experience with one type of value analysis.
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FEEDBACK

NOTE: These are sample questions, designed to elicit feedback from
participants. Feedback questions in other modules may also be adapted
to this cne.

1. Rate the effectiveness of the Round-Robin inquiry practice in focusing
your attention on actual instructional behavior required by the various
phases of inquiry.

1 2 3 4 5 6
not at all extremely
effective effective
Why?
Why not?

2. How comfortable did you feel when giving feedback in your role as
process observer?

1 2 3 4 5 6
not at all extremely
comfortable comfortable
Why?
Why not?
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RATIONALE

Several simulations are involved in the Man: A Course of Study (MACOS)
curriculum. These simulations place participants in different situations and

in different behavior und role frames. In u simulation the participant can
make g decision, carry it out, and see the results of his actions, The attempts
to resolve the problemns and conflicts created by this new situation require the
application of a number of process skills already introduced iu this workshop
design.

OBJECTIVES

To place participants in different conditions and situations in order for them
10 utilize and extend the process skills, roles, and behaviors and the MACOS
learning developed in the workshop,

To provide more experience with, and a study of, 8 MACOS instructiona!
device: simulation,

To demonstrate that the concept of simulation can be an operating model for
the study of a social situatioin.

N



TO PREPARE FOR THIS MODULE

READ Handout #32 (p. 8) and £33 (p. 12).
PREPARE these handouts for distribution to participants.
READ MACOS, Teacher Guide, Book 7, Section II, Lesson C (Directions for
Game).
HAVE on hand for distribution copies of MACOS hooklet Journey to the
Arctic.
PREPARE these materials (from game directions):
seal-hunting boards

seal-meat stickers
seal-hunting record sheets




SIMULATION

Step 1:

Allow:

Materials:

How to Proceed:

INTRODUCTION TO SIMULATION
WHAT IS SIMULATION? WHAT
ARE THE KEY ELEMENTS OF A
SIMULATION DESIGN?

10 minutes

Handout #32 (p. 8)
MACOS booklet Journey 19 the Arctic

Distribute handout among participants.



lnstructions to Participants (in your own words):

Read the handout.

Objectives:
To introduce the concept of simulation games as differentiated
from role-playing.

To illustrate (model) appropriate teacher roies when simulations
are used as learning devices.

To provide an example of alternative ways of teaching a concept
(social organization),

ERIC
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HANDOQUT #32: What Is a Simulation?

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

Simulations, as used in MACOS, are operating models of social situations
or processes. The model is constructed by means of analyzing the significant

_ variables which make up the processes to be illustrated. Those variables which

are considered most significant are built into a2 game situation. Obviously the
criteria employed in the selection process of these variables are crucial, for all
of the variables can never be identified or isolated. Even if this goal were
achieved, the wide range of variables in the simulation would make it
unmanageable. :

In incorporating the variables, practical decisions about the components of
a game setting have to be made—these involve a translation and substitution
process. As an example, in the “Seal Hunt™ game it would not be practical to
have real ice and live seals, nor is it necessary in terms of the game objectives.
Therefore, a game board and meat stickers substitute for the real environment.
Reality, then, is represented;simulations themselves are not reality. However,
consonant with the principles of simulation, these representations of reality
must function in a manner analogous to their “real” life functions.

In playing a simulation game, players usually take roles, In the “Seal Hunt,”
the players represent Eskimo seal hunters. It is important to make a distinc-
tion between the roles assumed in the simulated setting and what is usually
referred to as role playing. While engaged in a simulation, the players are not
““acting out” a situation, but rather they are “acting upon” the situation. The
important distinction is that there is an active decision-making element
involved in a simulation that is not required in role play.

The teacher, in using simulation as an instructional device, must have a
clear conception of the roles (processes) being modeled. He must also
constantly cause students to analyze and to question the validity of the model
that they evolve through successive plays. This focus must be maintained -
throughout the activity in order to maintain the integrity of simulation as an
instructional technique.



SIMULATION

Step 2:

Allow:

Materials:

How to Proceed:

[RIc 7/

INTRODUCTION TO A
SEAL HUNT SIMULATION
HUNTING SEAL ON THE
ICE OF PELLY BAY

15 minutes

Handout #33 (p. 12)

MACOS. Teacher Guide, Book 7,
Section H, Lesson C {game rules)

seal-hunting boards

seal-meat stickers

seal-hunting record sheets

Before starting to play the simulation,
have participants discuss the suggesticns
contained in Handout #33.



Instructions to Participants (in your own words):

Read Handout #33 and the game rules. Questions to be considered
when using this simulation are:

Is this model valid? Are the variables selected for inclusion in the
simulation the most appropriate in terms of game objectives? Is
the seal hunt an accurate reflection of reality? How would you
evaluate student learnings?

{Read game directions aloud to participants.)

Objectives:

To provide a basis for evaluating simulation games ar-! the ise of
games as a means of increasing effective identification with the
Eskimos.

To provide familiarity with a specific simulation in the MACOS
curriculum,

El{l\C 1
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HANDOUT #33:  Suggestions for Using Simulations in the Classroom

3)

4)

5)

6)

7)

12

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
seciion of the Process Education for Teachers
package.

On the first playing of a simulation briefly explain the game rules then
let the students play through the game. Do not be concerned with
making fine distinctions in terms of the rules.

The teacher should not suggest game stiategies to the students. Simula-
tions are unique in that they offer the Jearner an onportunity to
manipulate and act upon an environment and sce :hie resulis of his
actions,

Printed game rules are not inviolate. So long as they do not violate the
basic model of the game, students should be allowed and encouraged to
manipulate the rules.

Research has shown hat it is essential for the teacher to get feedback
from students as to why they developed the strategies they did in play-
ing the simulation. This can be done by discussing game record sheets,
student description of the strategies they followed, etc.

The students’ understanding of the purpose of specific rules and design
elements in the game, in terms of their relaticn to the real-life situation,
is a good indication of their knowledge of the concepts being taught in
the simulation. (e.g., Why are there so many scal breathing holes?)

Follow-up discussions should be an integral part of teaching with
simulations. The discussion should attempt to telate the game to its
real-life counterpart. The teacher should probe, not expound.

Several playings of inost simulations are necessary if the learner is to
develop, assimilate, and internalize the concepts {processes) of the
model. Therefore, the teacher needs to pace the playing of the game so
that students do not become bored with or tired of the game too
quickly.



SIMULATION

Step 3:

Allow:

Materials:

How to Proceed:

PLAYING THE SEAL HUNT
SIMULATION WITH PARTICIPANTS
IN THL ROLLS OF NETSILIK SEAL
HUNTERS

45 uninutes

MACOS, Teacher Guide. Book 7,
Section U, Lesson €

seal-hunting boards

seal-meat stickers

scal-hunting record sheets

Do not suggest game stritegies. Clarify
the procedural elemenis of the game.
but do so sparingly. Assist with rules
organization only if you must, and even
then respond as little as possible. 1o not
offer any directions or suggestions
relative to ihe goals of the simulation,



Instructions to Participants (in your own words):

Refer to the rales given in the Teacher Guide creadily available to
all participants).

Objectives:

To develop and test alternative problem-solving strategies. with
emphasis on the reality of environmental factors in Eskimo life.

o
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SIMULATION

Step 4: POST-GAME FOLLOW-UP
EVALUATION OF SEAL HUNT
STRATEGIES, SIMULATION,
PROCEDURES, AND METHODS
OF USING THE SEAL HUNT IN

A CLASSROOM
Allow: 10 minutes
Materials: used hunting record sheets
How to Proceed: ~ Repeat and discuss the initial questions

in the module (see p. 17). Then try to
find out from participants the type of socil
organization they think (hypothesize)
would evolve around this Kind of survival
activ'iy. Use record sheets to examine
results in groups and then in the total
class, in order to develop workable
strategies. Emphasize the process. not the
numder of kills or the number who die.
Relate these results to Eskimo environ-
mental reality. Probe to get at the values
which might possibly exist in this type of
hunting culture. The entire group is to
pose hypotheses on how Netsilik Eskimos
have developed an adaptive pattern.

16




Iustructions to Participants (in your own words):

Is this modet valid? Are the variables included in the simulation the
most appropriate in terms of game objectives? Is the scal hunt an
accurate reflection of reality? How would you evaluate student
learnings?

Would strong individual leaders emerge in this culture? Is competi-
tion a characteristic which would emerge? Would conspicuous con-
sumption be valued?

Review your record sheet and explain your hunting strategy.

Objectives:

To provide further experiences with group interaction skills and
abilities. ’

To develop an appreciation of a variety of problem-solving
strategies.

To provide a practice experience in a problem-solving activity.

Ll




SIMULATION

Step §:

Allow:

Materials:

How to Proceed:

18

REVIEW OF SIMULATION AS A
CLASSROOM INSTRUCTIONAL
DEVICE

I3 minutes

None

Emphasize the fact that printed game
rules are not inviolate. Children should
be encouraged to change them as long
as what they do accurately reflects the
basic model. Pupil feedback is essential
to learning with simulation games.
(See **The Hunting Game: An Analysis
of Learning by Simulation.”” Curiosity,
Competence, Community: Man: A
Course of Study, an Evaluation, 11,
71-108.)



Instructions to Participants (in your own words):

What if your students change the game rules? What are the criteria
for rule changes? Howdo you evaluate what students have learned
in playing this game?

Objectives:

To develop facility in using simulations as instructional devices.

El{l‘c 19
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RATIONALLE

The total design of the workshop is reftected in this module. All workshop
activities had as their ultimate objective an understanding of the roles and
behaviors needed to implement the Man: A Course of Study (MACOS)
curriculum successfully. This culminating module gives participants oppor-
tunity to practice and refine these roles and beltaviors.

Participants who have worked together throughout the workshop are teamed
to offer cach other support and reinforcement as they try out these new
roles and behaviors.

Tusks are differentiated among team members. so that cach person assumes
cither a teacher or an observer role during each lesson, Teacher and observer
must interact as together they plan teaching objectives and devise or select
instruments for observation which are congruent with these objectives. The
team also designs instruments for student feedback. making possible a cross-
check of observer data

Interaction oceurs following each lesson, as team members practice giving and
receiving feedback about the teaching-learning situation. Madification of
teacher behavior, based on pupil and observer feedback. provides one means of
shuring influence in the classroom.

Daily community sessions establish norms for sharing and for legidmizing
classroom imventions.

Ta document the teaching experiences related to classroom methodology,
clussroom interaction, and MACOS content, cach team completes a daily
report. This documentation provides a basis for workshop participants to
retlect about the teachei-learner-uhserver roles and behaviors, The value of
the documentation process becoies . vident as team members analyze the
role behaviors involved in being 2 diagnostician. an inventor, a practitioner,
an evaluator, an observer.

OBJECTIVES

To provide support for practicing and refining new roles and behaviors as
classroom teachers and/or observers,

To utilize interpersonal communication skills in giving and receiving feedbuck.

To establish norms for documenting and sharing classroony experiences.

4



TO PREPARE FOR THIS MODULE

READ Handouts £34 (p. 14), =35 (p. 15).and =306 (p. 10).

PREPARE these handouts for distribution to participants.




TEACHING
EXPERIENCE

Step 1:

Alow:

How to Proceed:

6

PRIOR ARRANGEMENTS

one month (or more) prior to workshop

See Special Procedures for Step |
(pp. 8-9).

-y



Objectives:

To inform workshop leaders of the logistical details and support
services sequired for establishing the teaching situation.

o
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SPECIAL PROCEDURES FOR STEP |

Location

A school district thatis already committed to the installation of the new
program involved in the workshop is an appropriate contact for a school
location, The school locale tor the workshon must have a large walking popu-
fation at the desired grade level, in order o insure the requisite numberof
students for the teactting/leaming situation. Another factor to be considered
in selection, it video or audio recordings are to be utilized, is the local noise
factor and the classroom acoustics.

Astatement claritying and arranging the conditions involved in the workshop
must be prepared and reviewed with the local school suthorities. The use of
children requrres permission slips and insurance coverage for both participants and
students. A statemient of arrangements and considerations should be exchanged
between the parties long before the beginning of the workshop,

Sruelents

Sinee some consideration or support for the instatiation is being provided,
the school should be willing to assist in organizing the workshop. An informa.
tional letter, asking for student participation, stating conditions, and
acknowledging the activity as a school function, should be sent to the parents.
The school oftice and/or workshop participants from that school can reinforce
the request. so that an adequate population is assured. Each child must have 4
school permission slip signed by a parent. This should be completed before the
end of the school term., il a summer workshop is planned. if television or audio
tape is to be used in the future, then permission forms for this eventuality
should be required. Remember. it is easier to make all of the arrangements
and an allocation of responsibilities early. rather than to attempt it in the final
flurry of activity when the school year ends.

Arrival procedures for students should be organized. A koy decision is
whether to use groups of friends (in order to sustain the voluatary attendance)
or to obtain a randem distribution. This decision should be based on tocal
conditions. Since the teachers will not know the students, and not ail the
students will know each other, prepare and use name tags. Each of the rooms
should be lubeled. and participants should act as floor directors as long as
necessary. 1 niicroteaching or small groups are to be employed. cach student
group should be compased of six to ten enrollees. [t is desirable to form
more groups, if the teaching/observation schema is to be implemented.

ERIC g

Aruitoxt provided by Eic:



Rooms

A school is an ideal location because not only does it have classrooms, but
it also provides u library which can be used by teachers and students. In order
to increase the probability of reliable equepment and final product quahity o
separate room should be set up tor relevision ar audio recording. Anothes
room should be e~tahlished as a resouree/community center for the partici-
pants. This roam can be a home base where matenals, agendas, equipment,
and so forth are centrally located. A workshop secretary cant provide logistical
assistance for the equipment, materials. typing, duplicatnng, and other sach
services that will be necessary for four or more active teaching stabons, The
secretary is a key person for the rapid turnaround of dnly feedback sheets
and documeniation reports. The school oftice, operated by a school secretary .
will be anotler resaurce 1o utilize the assets of the huilding and to handle
outside culls which will be relayed to the warkshop secretary.

A school setting also provides easy secess to an adequate quantity and
diversity of audio-visnal and other .upport equipnient. A review of the sec-
tions of the modules headed **To Prepare for This Maodule™ will provide data
on the kind and quantity of equipment necessary. It is necessary to inspect
and choose classrooms that have adequate shades, outlets, screens, and so
forth.

ERIC 0
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TEACHING
EXPERIENCE

Step 2: PR E-TEACHING SUPPORT

Allow . all workshop parjcj

bats™ time prior ¢
teaching experience

How to Proceed: See Workshop Design section in

PROCESS EDUCATION FOR
TEACH

: lnlroductiun.pp.20—23.

O
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Objectives:

To provide theoretical input, experience, and practice with the
roles and behaviors demanded by process education.

o
ERIC
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TEACHING
EXPERIENCE

Step 3: PREPARATION FOR TEACHING
Allow: 1 hour. two days prior to teaching
M:terials: Handouts =234, 35, 36 (pp. 14-16),

distributed among participants

How to Proceed: See Special Procedures for Step 3 (p. 17).

O
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Instructions to Participants (in vour own words):

Read the handouts, then take part in a discussion of the
information.

Objectives:
To establish and discuss the conditions and constraints in operation
during the teaching/learning situation.

O
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HANDOUT =34:  Classroom Teaching-Learning Situation

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

Participants are to be grouped in quartets. One pair of the quartet will plan
and execute a MACOS lesson while the other pair plans and executes an
observation schema based on the lesson, Quartet pairs are 1o rotate in the
teacherfobserver role.

Tasks for quartet members are:

l.

)

14

Spectfying teaching objectives.

. Designing o1 selecting observation instruments to assess teacher

effectiveness in meeting objectives.

. Planning and executing teaching strategies (classroom methodology und

interaction),

. Planning and exccuting observation strategics,
. Designing and administering student feedback instruments.

. Giving and receiving feedback in quartets regarding teacher elfectiveness

in meeting objectives.

. Sharing teaching practices with atl workshop participants in community

sessions and through documentation (see Handouts 2235 and 36}



HANDOUT =35: Documentation Guide tor Teacher
NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts

section of the Process Education for Teachers
package.

£, Objectives of the lesson.
1. Rationale statement for objectives,

1. Marternals used Goelude paste, paint. other supplies and also copies of
all supplementary materials you have designed such as copy of student
feedback sheet),

IV, Operating instructions (time allotment and topics).

V. Inferences and judgments based on descriptive data,

El{l)C 15
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HANDOUT #36: Documentation for Observer

NOTE: This handout, in form suitable for
reproduction, will be found in the Handouts
section of the Process Education for Teachers
package.

1. Objectives:

Specify teaching objectives as you understand them.
Specify data you will collect to assess these objectives.

H. Muaterial and equipiacnt used.

1. Observation techniques and instruments used (include copies of all
instruments}.

IV, Inferences and judgments based on descriptive data (with respect to
techniques and instruments for observation).

16



SPECIAL PROCEDURES FOR STEP 3

The design for the teaching-learning situation tocuses on the critical
dimensions of the role of the teacher. The design allows participants to
practice behaviors essential to functioning as diagnostician, inventor, practi-
tioner, evaluator, observer. and sharer of classroom practices,

To provide a structure to practice these role behaviors the following guide-
lines were established.

Participants are grouped inte quartets  two reams. One team is to plan and
carry out a MACOS lesson, while the other team serves as observers, This task
diversiticetion demands:

(1}
(2)

(6)

(7)

spraitymg teaching obiectives.

designing or selecting ohservation instrunents 1o assess teacher
etfectiveness in mecting objectives.

planning and exccuting teaching strategies (classroom methodology
and interaction).

planning and executing observation strategies,
designing and administering student feedback instruments.,

giving and receiving feedback in the quartet regarding teacher
effectiveness in meeting objectives.

sharing teaching practices with all workshop participants, in
community sessions and through documentation. (See documenta-
tion guides for teacher and observer, Handouts ==35 and 306.)

Planning time (2 hours minimum), teaching time (1% hours), sharing time
(1 hour) must be incorporated into workshop design.

Audio and/or video-taping, although not absolutely essential, provide
valuable means for securing feedback.

O
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TEACHING

EXPERIENCE
Step 4: TEACHING EXPERIENCE
Allow: 12 hours a day for two weeks

o

ERIC 18




Objectives:

To provide actual classroom experience for practicing and refining
roles and behaviors.

o
19

IToxt Provided by ERI



TEACHING
EXPERIENCE

Step S:

Allow:

Materials:

How to Proceed:

20

POST-TEACHING EXPERIENCE
(QUARTET)

%2 hour daily

Daitv lesso plan—objectives
Daily feedback sheets (pupii and observer)

(see instructions to participants)



Instructions to Participants (in your own words):

Observers are to share data statements related 1o teaching
objectives.

Objectives:

To practice giving and receiving feedback about the teaching/
learning situadon.

o
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TEACHING

EXPERIENCE
Step 6: POST-TEACHING EXPERIENCE
(COMMUNITY: TOTAL GROUP)
Allow: L2 hour daily
Materials: Daily lesson plan-- objectives
Daily feedback sheets (pupil and observer)
How to Proceed: (see instructions to participants)

22



Instructions to Participants (in your own words):
Participants are to share the teaching experience. including quartet
feedback.

Objectives:

To document and share classroom inventions related to classroom
methodology, classroom social interaction, and MACOS content.

O
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TEACHING

EXPERIENCE

Step 7: SUPPORT DURING TEACHING

Allow: the entire workshop during the two-week
teaching experience

How to Proceed: See Special Procedures Aand B

(pp. 26-27).

24




Objectives:
To provide support and reinforcement for new roles and behaviors.

25
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SPLCEAL PROCEDURES FOR STEP 70 A

Interest (Groups

PDunng the nest week of the teaching/learning situstion, questions,
problems. and needs arise from the experiences of cach group. On the basis
of anticipated needs. the workshop staft might set up and man interest
ceaters insuch areas as role-playing, value inquiry. grouping, questioning,
and evaluation. The centers should be designed as resource stutions that are
openand avatfable o the parncipants during their preparation time in the
atternoons A schedule of 1opies and days should be given to the participunts.
Participants could ., of they feel the need. 2o to the resource person with their
problems. The centers should not be designed as classes with formal presenta-
tons. By this proceduie. the stalt could hope to open dialogue with individ-
uals on their conces. This consulting service could be continued during the
second week of the teaching experience module on an open-topic, vpen-time
basis. This “service ™ onentation role-models the concept of the teacher as a
resouree, not a deliverer of information on a certain topic on a given day at
the appomted hour. Both staft and participants have 1o Jearn communication
cues and skills in order to make this procedure successtul.

SPECIAL PROCEDURES FOR STEP 7: B
SUGGESTLED RESQURCES

Role-Plaving:

l. M. Chesler and R. Fox, Role-Playing Methods in the Classroom (Chicage.
Science Rescarch Associates. Inc.. 1966),

2. F.R.Shattel and G. Shaftel, Role Plaving for Social Values (Englewood
Cliffs, N.J.: Prentice-Hall, tnc.. 1969).

26



Value Inquine:

I. R. Lippitt. R. Fox, and L. Schaible. The Teacher’s Rule in Social Science
ITmvestigation (Chicago: Science Research Associates. Inc,. 1969).

2. L. Raths et al.. Values and Teaching (Coiumbus, O.: Charles I-. Merrill,
19606).

3. F.R. Shaftei and G. Shaftel, Role Plaving for Social Valies (Foglewood
Cliffs. N.J.. Prentice-Hall, Inc.. 1909).

Diagnosing the Classroom . carning Environmment:
§ 24 £

I. R, Fox, M.B. Lusski. and R. Schmuck. Diagnosing Classroom [earing
Environments (Chicago: Science Research Ass.. -tates, Ine., 1960).

2. R. Lippitt, R. Fox. and L. Schaible. The Teacher’s Role in Social Science
Investigation. (Chicago: Science Research Associates, Inc.. 1909).

Fvaluation:

I. “Finding Out What Students Have Learned.” Seminar 12 in MACOS
Sentinars for Teacliers (Cambridge. Mass.: Educational Development
Corporation. 1970).

2. R. Lippitt. R, Fox. and }.. Schaible, The Teacher's Role in Social Science
Imvestigation (Chicago: Science Research Associates. Inc., 1969).

Questioning:

1. "Minicourse 111 Effective Questioning in a Classroom Discussion”
(Berkeley: Far Wes. Laboratory for Educational Research and
Development, 1969,

Grouping:
1. R. Lippitt, R. Fox, and L. Schaible, The Teacher's Role in Social Science
Investigation (Chicapo: Science Research Associates, Inc., 1969).

2. ). Olmstead, Theory and State of the Smail Group Methods of Instruction
(Alexandria: Human Resources Research Organization, 1970).
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FOREWORD

EJd cation has reached a major turning point.

For as long as memory serves, it has been the business of schools to teach “‘right answers.™
It has been the business of the teacher to act as the authoritative repository for those answers,
In a stable and unchanging or very slowly changing -world, this was a logical role for educa-
tion to play. We fiad some right answers.

But our world is changing rapidly now. The
wrong by the time today’s pupil has grown to adulthood.

So we can o longer concern ourselves primarily with the content of education. Rather.
we must place emphasis on the process of learning: for today’s - and tomorrow’s -children
must have the resources for self-directed learning, beyond formal schooling, if they are to live
productively and successfully in g world we ¢annet possibly predict.

The Procesy Fducation for Teachers sworkshop is designed to give teachers an understand-
ing of the learning process, by placing them in the role of learners themselves: and then 10
give them an opportunity to put te use what they have learned, in a true-to-life classroom

‘right answers™ may turn out to be quite

situation.
This introductory booklet should be read completely before any of the other materials. as
an onentation to the package and to the workshop design.
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LOGISTICS AND MECHANICS

The Fastern Regional Institute for Education, since it started operations in 1966, has been
deeply involved in helping schools to try out, to demonstrate, and to put to use newly devel-
oped curricula. In the spring of 1969, National Science IFoundation funded an ERIE proposal
to establish a regional center for the installation and demonstration of Man: A Course of
Study (MACOS), an upper-clementary social science curriculum.

The plan called for a campus team, composed of u college methods professor and a campus
or collaborative teacher. This team woutd jointly design and conduct (a) a pre-service pro-
gram for college elementary education students and (b) an in-service program for nearby
school districts that wanted to implement the MACOS curricutum, The idea was not only to
effect a change in the instructional program in public school classrooms, bu. also to atter the
constructs, materials, and organization of college pre-service caucation courses.

The NSF grant enabfed ERIE (o establish a network of five colleges and forty public
school classrooms in New York and Pennsylvania. Through other ERIE programs, an sddi-
tional forty classrooms participated in the ERIE-MACOS regionaf center. A renewal by NSF
for 1970-1971 enabled tiie network to expand to six more colleges and 1o service a few key
public school districts. I all, the 1979-1971 network includes eleven colleges, thirty school
districts. two hundred teachers, two hundred-fifty classrooms, and seven thousand pupils in
five states (New York, Penins ' ania, Ohio. Michigan, and Massachusetts) aad one Canadian
province (Ontario).

During a suramer workshop, the campus teams received trsining which enabled them to
conduct mo-e than twenty orientation and bi-weekly in-service classes duriag the year. The
MACOS program director and consultants also visit cach of the centers about once a month,
to coordinate and monitor these effoits. In *his way, a year-long support system his been
provided for putting the curriculum into operation.

From its earlier experience in implementing curricula, ERIE had learned that a de facto
set of conditions and requirements was absot::iely necessary for success. Therefore a detailed
set of specifications was drawn for cach pa: ticipating group: public school teachers, admini-
strators, and pupils; college professors, administrators, and students; and campus school
teachers, administrators, and pupils. Eaeh college 2nd public sehool taking part in " » pro-
gram acknowledged these conditions and requirements and agrezd to their terms in a formal
letter.

P
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PREPARATION FOR THE WORKSHOP

The second MACOS summer workshop was lheld in the Syracuse arca August 3 through 28,
1970. Support for participants was provided by NSF and EREE. The Syracese area was clioser
so thutresources both human and material  from the ERIE home office could casily be
ctlled upon. The Syracuse location was convenient to reach, too, by both private and public
transportation. And the resources of a Lirge metropotitan area added to the desirability of
holding the workshop there.

Housing for workshop participants was ut the Manlius School. a private boarding school
for bays. Ten of the fifteen participunts, plus the program director and experienced campus
team staff, were housed together. The ather five participants brought their families or lived
nearby and did not stay at the school.

Daytime classes were held at a suburban Syracuse public school district that planned to
start using the MACOS curriculuia in 1970-1971. One school in the district was a particularlv
good setting. since it offered an ample supply of rooms, audio-visual und office reproduction
equipment. and an office staff. Morcover, many of the pupils attena ng this school live within
walking distance. Since the workshop design called for at least twenty-four students every
day for two weeks, it was imperative that the pupils have easy access to the school,

Workshop hours extended from 9 a.m. to about 4 p.m. daily. Two mights a week, evening
sessions were held from 7:30 to 10:00 p.an. ai Manlius Academy (usually Tuesday and Thurs-
day). Nine of the fifteen participants were members of college teams from New York, Penn-
sylvania. and Michigan. The other six came from school districts in New York, Ohio and
Ontario. The workshop staff consisted of the MACOS program director. two members of the
LRI professionat development team, and two experienced campus team members.

Planniig for the workshic:p had begun immediately upon notification bv NSF of the grant
to ERIE. Throughout the spring, the program was disseminated and colleges were selected.

At this time, too, the MACOS program director made preliminary arrangements. He also
worked with ERIE’s professional development team und experienced campus team members
in designing and refining workshop plans. Dr. Emily Girault, of the University of Pennsylvania
Sociual Science Edu-~ation fuculty, was also a planning consultant.

Continued planning by the staff took place throughout the four-week workshop, at late-
afternoon and evening sessions.
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THE NEED TO MODIFY BEHAVIOR

A network of five college sites, eight school districts, and about two thousand pupils was
organized by the ERIE regional center in 1969-1970 to install and disseminate Man: A Course
of Study. ERIE coordinated and monitored the network in an effort to collect data on the
installation strategy --especially the year-long support system composed of the campus teams
and the ERIE program director and consultants. Each of the five campus teams filed reports
on cach of the twenty-three pre-service and in-service classes conducted throughout the year.
The teams also filed final reports on their efforts. These reports emphasized the problems
they had encountered and pointed up new roles and behaviors that would have to be consid-
ered in future t-. ning of teachers.

Participating teachers completed reports on each individual MACQS lesson. They used
report forms designed to solicit information on the time spent on cach lesson, the adequacy
of materials and activities for both pupils und teachers, the use of supplementary materials,
and the way teachers individualized the lessons. Teachers® anecdotes and comments were also
sought. A compilation: of the reports from teachers was made in a document called Teacher
Lxperiences with Man: A Course of Study in ERIE Rescarch Netwaork. That document con-
tains many statements by teachers about the roles and behaviors required in teaching MACOS
and about their ability to cope with these new situations.

Another key aspect of the year-long coordinating and monitoring program was the series
of on-site visits made by the program director and a group of consultants. This support staff
made and recorded over seventy visits to the five campus sites during the year. The data col-
lected from observation and by feedback from campus team leaders indicated new areas for
further training and for reinforcement of prior training, Thay also turned up some anticipated
concerns which never materialized. Through this intensive follow-up procedure, a clear
pattern of rote and behavior needs and concemns emerged.

Roles and Behaviors: Quest.ons and Problems

One of the first roles/behaviors on which interest focused was grouping procedures and
techniques. Teachers strongly indicated the need for assistance in group work, especially using
small groups. in teaching MACOS. While many reported that most of their students preferred
to work in small groups rather than the whole class, others said that their students were ex-
periencing difficalty with small-group discussion. Most teachers reported student enthusiasm
and improved discussion skills, or said that students were becoming accustomed to group
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work and realizing its importance. However, both the campus tearns and the program staff
reported many requests from teachers for information on grouping procedures and technigues.

Since une of the emphases of MACOS is on the work of leading scholars, the curriculum
content is on the cutting edge of knowledge. Thus many quest.ons and issuces are raised for
whicl the present state of knowledge has no “answed.” In addition. the curriculum stresses
the methods and procedures of sociai science investigation—not the azcquisition of some fact
or the “right answer.” Teachers encountered problems with open-ended questions and discus-
sion. The major difficulty lay in conveying to students thut there may not be a “right”
answer and that some questions are unanswerable. One teacher explained. 1 had 1 difficult
time carrying on or leading a discussion. Some students are still looking for ‘right answers
hesitant in offering judgments and opinions.” One campus team reported, “The teachers still
look 1o us as the definitive source for answers to their guestions and problems.™ Another
stated. “A few teachers fee! uncasy with vpen-ended questions: that is. they want specific
teacher information on what is human sbout human beings.” This role-behavior ideal is best
stated by a group of teachers who expressed this view: “The teacher has to refrain from
lecturing and giving answers and must guide his students in discovering answers to questions
and in pusing new questions. The teacher works with the process of learning and not
necessarily the content.”

The Teacher as Skilled Questiones

Guiding students to engage in inquiry. to probe through questions, places the teacher in a
supportive posiiiaon, not the traditional stance of authority. The class should not revolve about
the teacher: he must guide. not direct. The teacher faces the difficult decision: at what point
does guidance necome direction? The issue is further compounded by the previous experience
of students and teachers. This s illustrated by one ieacher’s comment: “*Being non-directive
in a class of pupils accustomed to teacher direction is the only difficult part so far.™ Another
teacher remarked. “My student teacher taught MACOS a week- and commented on the diffi-
culty of not talking too much.” This role/behavior places teachers in the awkward position of
hesitating to express their own ideas. The ability to guide is, as one campus team adviscs,
casier to talk about than to achieve.

The role of the teachier m social science instruction piaces & very high premium on the
teacher’s - ill with questioning techniques. Open-ended questions also require considerable
ability in classroom management behaviors, so thut students become involved with ideus and
pose their own questions for further study. The effort (o promote meaningful discussion,
purposeful group work. und involvement with real. not contrived, problems requires the
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ability to formulate questions and to muintain questioning  not to strive for closure. This
critical need was communicated by teachers in such statements as T am still answering my
own questions™ and *1 don’t let the children ask questions.” The need for more attention to
this area is found in the final reports from all the campus teams,

Breuaking with the Old Ways

The *“traps of the past™ corsistently appear in the comments of all the participants. The
roles/behaviors required in process education create all sorts of problems. For instance, one
campus team recounted. *“Thee is still a rigidity on the part of a few teachers . .. | They feel
that every child must do every activity and that time schedules should be adhered to faith-
fully.” Teachers tuemselves agreed. exemplified by one who said, “I’'m still too concerned
with covering material.”

In a paratlel view. there is a great fear of gaps in the social studies curriculum. Many
teachers “yearn™ for Latin-American or United States history. They express concesn about
its displacement and anticipate problems of articulation with junioi high or middle school.
The role/behavior involved in the MACOS curriculum also means that *“the teacher learns
with her students and together thiey establish goals which are important.”™ This situation.
called “messing around™ by David Hawkins.* means that the teacher must be able to take a
certain amount of ““chaos™ in the classroom. Thus. necessary ingredients in any process-
education classroom include a patience with chitdren who are learning to learn. a flexible
attitude towurd learning styles and modes. and a willingness to take some risks in new
content areas.,

A Breakthrough into the Unfamiliar

One specific activity that created instructional problems in both in-se-vice classes and
clementary classrooms was role-playing. Placing themselves in different sad unfamiliar roles
had mixed effects on the participants and brought forth varied reactions. For example, “The
role-playing. after devising questions in groups (on film reactions). was rather effectively
squelched by Miss s pleasantly refusing by actions. not words. to role-play a
child! The role play became more a discussion of questions and ideas.™ A cumpus team found
n role-playing activity that “alt members participated and showed interest: however, they
did not accept the procedure.” One teacher who had a particular interest in the device
reported that it was an unusually effective classroom instructional tool. She related: “My
role consisted in presenting the opportunities for the drumatic play. to remain non-cvaluative
but supportive, and to be aware of underlying meanings to bring up in a discussion with
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players and audience.” Clearly. the diversity of results indicates the need for some designed
input on this subject in order to make the most eftective use of this pupil-active projective
technigue in the classroom.

Implementine a new curriculum. especially one that is expressly designed with new or
different expectations of how both students and teachers should behave, evokes some serious
insceurity problems. If. as with MACOS. the curriculum also involved unfamiliar content
arcas. this feeling of insecurity is further intensified. One team described the results thic way:
“In terms of participant involvement and willingness to enter into discussions. the sessions
have been going very well. However, in informal discussion with the teachers. 1 feel that some
of their real problems do not come out during the in-service meetings. One of these seems to
be u rea) sense of insecurity in working with a new program. Hence, instead of following the
tead of the childien. they follow the teacher’s guide.” S0 workshop designers must build in a
number of experiences designed to reduce these concerns. [t is even more important to role-
mode! new behaviors etfectively  not merely talk about them -so that the roles/behaviors
secm less threatening. !

When the roles/behaviors under discussion are functioning even in a limited way. teachers
consistently express surprise and amazement at the quantity and guality of creative expres-
sion displayed by their pupils. These experiences have encouraged both teachers and pupils
to risk even further explorations. Thus the system can have a self-perpetuating fission effect:
but certainly the path toward this goal is tortnous and at times not clearly marked.

*David Hawkins. “Messig About in Science.” Scienee and Children. Vol. 1L No. S (Feb.,
1965).



WORKSHOP DESIGN

The worksliop design was bascd upon a consideration of the role/behaviors required for
effective instaliation of the MACOS curriculum via the ERIE network plan. The ERIE plan
requires that

A college methods professor and a classroom teacher wil! function as a team to:
(1) design and conduct pre-service classes; (2) design ard conduct MACOS lessons
for children; (3} design and conduct in-service sessions for other teachers; (4} inter-
act with or be consultants for ares administrators, college professors, community
groups where MACOS is being implemented; (5) disseminate information about
the curriculum to others.

Being an effective team member requires a knowledge and appreciation of the complexity
of communication and demands skill practice in building an adequate communication system.
The workshop design focused on communication skills by incorporating sessions devoted to
theory input and practice in paraphrasing, perception checking, description of feelings, giving
and receiving feedback, and nonverbal communication.

Effective team membership also involves building feelings of confidence and trust in each
other, mutually diagnosing each other’s strengths and weaknesses, in order to provide-a basis
for building shared leadership patterns. To lay a firm foundation for these attitudes and
sensitivities, the classroom teacher and college professor were paired throughout the four-
week workshop.

The ability to work effectively with diverse groups—in-service classes, pre-service classes,
community groups, administrators—demands understanding of social interaction theory and
leadership styles. Social interaction theory was explored in the workshop through considera-
tion of (1) how expectations are formed and their effect on perception, (2) how group norms
are established and how they function, (3) how a task-oriented group evolves a social organi-
zation (see Modules VI [NASA exercise] and VIII [tower-building] ), (4) the role assignments
or structures evolved by a group to perform a specific function, (5) the effect of competition
on task performance, and (6) group process observation (with specific assignments of observer
roles). Time was allowed for individual reflection and group discussion of the patterns of
social organization and interaction emerging in the workshop.

To design and conduct MACOS lessons for varying groups—pre-service, classroom, in-
service—a knowledge of the MACOS curriculum and understanding of MACOS pupil-teacher
roles/behaviors is necessary. Sessions devoted to theory and to practical application focused
on the behaviors essential to a teacher’s effective functioning as a (1) diagnostician, (2) role-

h
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modeler, (3) observer, (4) evaluator, (5) inventor, (6) solicitor of feedback, and (7) sharer of
classroom practice. This was also the focus of workshop committees (such as documentation,
feedback).

Opportunity to practice these multiple roles/behaviors was provided by a classroom teach-
ing experience. In the case of the Syracuse-arca work, it lasted two weceks. Participants were
grouped into quartets: two teams of two. One team was to plan and carry out a MACOS
lesson while the other quartet members served as observers. Time was provided daily for
quartet feedback and community sharing of classroom experiences.

Anticipating participants’ needs, five topics were se! cted and resource areas established:
(1) role-playing, (2) conducting a value inquiry, (3) grouping, (4) questioning, and (5) evalu-
ating. The resource areas were available to partictpants during their afternoon planning time.
By serving as consultants in these resource areas, staff members role-modeled the concept of
teacher as guide to learning, rather than the teacher as dispenser of information.

Two basic assumptions of the workslop design are that (1) role-modeling of behaviors by
workshop leaders is essential for participants’ learning and (2) active involvement of workshop
participants in practicing role behaviors is also essential.



USER'S GUIDE

The PROC{'SS EDUCATION FOR TEACHERS package gives the user the basic design for
a workshop essentially the same as the one described in the preceding pages.

The reader is advised to read this introductory booklet and the separate research paper
before exploring the contents of the thirteen modules. These components provide necessary
background: the educational philosophy underlying the project plus documentation, in print,
of an actual workshop.

Also essential in preparing for the workshop is familiarity with Man: A Course of Study
(MACOS) materials. Copies of printed materials will be needed for all participants. All
MACOS books, booklets, records, and films may be obtained from Curriculum Development
Associates, Washington, D. C.

Other supplementary materials and rcading are suggested in several of the modules. See
the section in cach entitled “To Prepare for This Module.”

Each module represents a single session of the workshop. Sessions are of varying length.*
Module booklets are organized 1o help workshop leaders prepare for cach module and to act
as guides or “‘prompt books” during the sessions. Each module has the following form:

(1) Contents, giving a step-by-step listing of the sections of the module, to give work- .
shop leaders a summary at a glance

(2) Rationale and Objectives, setting forth the goals and methods of the module

(3) Alist of background reading, preparations leaders must make, and materials needed
in the module

(4) The steps of the module, each on a separate double page, indicating the approximate
time to be allowed, procedures to be followed, instructions to be given, materials to
be used, and the specific objectives of the individual step

(5) Feedback questions (where appropriate to elicit participants’ comments)

Also included in the modules are reprints of the handouts to be distributed among partici-
pants. All of these will be found, in form suitable for reproduction by office copying machine,
in the special Handouts section of this package.

*Module X1, “Teaching Experience,” covers the entire teaching experience, plus some
preliminary activity. All of the other modules are designed for a morning, afternoon, or
evening session.
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THE SEQUENCE OF THE MO +ULES

1. Using Life Ropes to [nitiate Group Interaction
Il. Expectations
111. Norms
1V. Problem-Solving Sequence
V. Nonverbal Communication
V1. Social Organization
VII. Structure and Function
VIl. Natural Selection and Adaptation
I1X. Force-Field Analysis
X. Cross-Cultural Perspective through Value Inquiry
Xl. Round-Robin Problem-Solving

XII. Simulation

NnNtoxEEP g 3IDCR

XL Teaching Experience
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INTRODUCTION

The basic assumption of this paper is that certain pupil behaviors are end goals of
education. The end goal of process education is the establishment of those pupil behaviors
most likely 1o produce continuing personal growth and effectiveness. Achievement of these
behaviors. in turn. is contingent upon the appropriate interaction of four factors: curriculum,
teacher, pupil, and learning cnvirenment.

The first element, curricutum, both influences interaction between teacher and child and
atfects the child’s attitudes toward what he learns. It must be refevant 1o the child’s own
interests and needs it he is to feel committed to his learning tasks.

Giving support to the entire instructional program. including the curriculum, must be 4
healthy learning environment, characterized by wholesome interpersonal relationships. a
climate of security and trust. and an integrated body of values and norms. The concept of
the learning environment extends to all factors inside and outside the clussrovm that
somehow impinge on the educational process.

The effective utilization of curriculum and learning environment hinges on the
personality and skills ot the reachier. The teacher’s values, attitudes and beliefs Hmit the way
he shapes the learning environment.

This “shaping.”™ in turn. muet relate o the papdl, including his needs and bis characteristics
as a person. It must be congruent with his development at ecach age-stage, and must factlitate
his achievement of the end goals of education.

Any teacher-education program must be designed to produce the sort of teacher who can
facilitace interaction ot all these fuctors. as they blend to form the instruetional program
designed to achieve desired end goals. The teacher education program described in this paper
is designed mainly to preduce active involvement of all participants in defining their goals; a
recognition of peer influence in the learning process: skill in linking the cognitive, affective,
and behavioral aspects of the participants’ experience; and a respect for the problem-solving,
inquiry appiuach.

In the following pages the authors first define the end goals of education, then indicate
how the four elements in the learning process contribute to the achievement of these
objectives. Finally, the paper specifies the sort of professional-development program which
can facilitate the development of teachers capable of blending the elements described here
into an effective instructional program.



PUPIL BEHAVIOR: END GOALS

The end goal of prucess education is the establishment of those pupil behaviors most
likely to facilitate continuing perscial growth and effectiveness, The most essentiai of such
behaviors, along with the rationale for their establishment, may be described as foilows:

1. Because of rapid proliferation of knowled::e, children must learn how to learn. That is,
they must learn how to recognize, define, and cope with learning problems, and hov
to evaluate their effectiveness in progression toward their goals. They must feel
adequate to the task themselves, as well as understand how to work with others (Fox &
Lippitt, 1968).

2. Children must also accommodate themselves to a constantly changing environment. To
this end, they must remain open to new impressions, willing to take risks, and.eager to
seek those answers thiat permit continuous adaptation to new situations (Rogers,
1967b),

3. If children are to adapt continuously to change, their most significant educational goal
becomes the mastery of the learning process. Learning to learn, in turn, involves
recognition of the following basic principles of effective learning.

{a) Children have a natural potential for learning, and an eagerness to learn if
appropriately challenged.

{b) Children will feel challenged only when they perceive how learning tasks relate
to their own needs.

(c) Children should participate actively in the learning process. That is, they should
establish their own goals, assess their own learning resources, formulate a course
of action, and, through sceing the consequences of such action, learn how to
evaluate their progress.

(d) Learning is most effective, pervasive, and lasting when goals are so vital that the
chi'd feels deeply committed to his task, both intellectually and emotionally.

(e)  If the child is to be creative he should be primarily concerned with self-reward
and self-evaluation and only secondarily with evaluation and reward by other:
(Pogers, 1967b).

4, Only when children understand the significance of what they learn will they value it or
be able to apply it in appropriate ways. That is, mere acquisition is pointless without
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commitment to the importance and worthwnileness of iniurmation, fact, and
knowledge (Frymier, 1909).

. If a child is to improve his skills in learning how to learn he must make satisfaciory

progress in:
(a) developing his own learning stylc;
(b) becoming independent in the utilization of subject-matter skills: and

(¢) organizing independent, autonomous learning activities, free of rigidly imposed
curricular demands (Newman, in press).



FACTORS THAT CONTRIBUTE TO ACHIEVING END GGALS

Those elements involved in achieving the end goals described above are the curriculum,
the teacher, the learning environment, and the pupil as person. First to be considered is
curricuium, which comprises all the subject matter and learning experiences that contribute
to the pupil’s arriving at his end goals.

Curriculum

In various significant ways the curriculum influences the learning process—for example,
through modifying the interaction bztween teacher and child. If the curriculum is distant
from the needs and interests of the student, its perceived irrelevance may alienate him from
the learning process (Fox & Lippiti, 1968). He may turn away from classroom interactions
toward those experiences which offer him greater personal meaning and more social
satisfaction,

A curriculum capable of influencing learning behavior is one which touches upon those
experiences and concepts the student has come to value. Such a curriculum fits the two
criteria established by Fox and Lippitt (1968). That is, it is relevant to the student’s
immediate life needs, and its content significantly increases the learner’s core of basic
knowledge. If these conditions are not met, the student may well avoid, and thus thwart,
most attempts at instruction.

Certain considerations (Fox & Lippitt, 1968) will help in structuring and/or selecting a
course of study which meets both criteria of relevance. First, it is important for the student
to “‘learn how to learn” if the behavior patterns associated with growth and change are to
become a part of his life style. There are a number of basic skills associated with the develop-
ment of such a learning capacity. These include group skills, goal-setting abilities, learning
how to identify and gain acces: to resources, and the ability to distinguish among
descriptions, inferences, and personal value judgments. Data-gathering, problem-solving, and
experimental testing skills are also important. Most vital, however, is the ability to apply
such skills to actual life situations. This last consideration is the key to life-long learning.

Crucial to the development of life-long learning is the inclusion within the curriculum of
inquiry opportunities for the student. That is, the course of study should be so constructed
that students are frequently confronted with actua! problem situations and challenged to
apply specific skills to their solution. Actual practice in applying the inquiry procedures
brings the learning process out of the realm of sometimes irrelevant theory into the field of
action and change.
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Entry into this field makes it necessary to consider more than a student’s cognitive
functioning in the structuring and/or selection of a curriculum. That is, the curriculum
should also include a consideration of the student’s personal orientation toward himself and
others. 1t should involve analysis of value issues, thereby encouraging the student to
distinguish value positions, descriptions, or inferences and to discover where his own values
lic. Thus, he comes to Yorm his own rational value system, after openly confronting the
relationship between value and action in the world around him. In learning about values he
will also learn about himself. In short, an avenue to improvement will be opened because he v
will be more aware of himself and better able to judge himself objectively.

Another avenue to self-improvemem requires that the studeiit learn how others may
contribute to his personal development and how most effectively to utilize them as rescurces.
Teachers, parents, older peers, and classmates can all add to his lcarning ability, if provision
is made for him to interact appropriately with them.

Although the curriculum itself is only one factor in determining the qu lity of education,
it is a very important clement, Hs characteristics will influence heavily the kinds of interac-
tions and behaviors exhibited by all participants in the learning process. A high-quality
curriculum encourages and supports the most successful sort of teacher-student interaction.

The Leuarning Environment

Another significant factor in the achievement of the end goals of education is the
learning environment. Effective teaching can proceed only in a broadly conceived learning
environment, a principle too often ignored. Teaching is a process of human interaction,
most often occurring in a group setting. Indeed, since the tasks of academic learning
and human relations learning are interdependent processes, the ability to diagnose
interpersonal processes in the classroom situation is essential for achieving optimal
learning conditions. Yet, to date, educators have too often focused on narrow cognitive
objectives, failing to recognize that the atrainment of such objectives hingzs on the creation
of a satisfactory climate for learning, a climate contingent on certain con:iitions (Fox &
Lippitt, 1968):

1. The first element is a satisfactory teacher-pupil relationship, supported by certain
teacher attitudes and by the child’s recognition, consciously or unconsciously, that the
teacher has such attitudes (Thompson, 1969).

(a) First, the teacher must convey a certain geauineness in dealing with the child,
without false front or facade.



